An Examination of the Relationship Between First Grade Teachers\u27 Theoretical Orientations Toward Reading Instruction and Their Classroom Instructional Practices by Luciano, John Anthony
UNF Digital Commons
UNF Graduate Theses and Dissertations Student Scholarship
1997
An Examination of the Relationship Between First
Grade Teachers' Theoretical Orientations Toward
Reading Instruction and Their Classroom
Instructional Practices
John Anthony Luciano
University of North Florida
This Doctoral Dissertation is brought to you for free and open access by the
Student Scholarship at UNF Digital Commons. It has been accepted for
inclusion in UNF Graduate Theses and Dissertations by an authorized
administrator of UNF Digital Commons. For more information, please
contact Digital Projects.
© 1997 All Rights Reserved
Suggested Citation
Luciano, John Anthony, "An Examination of the Relationship Between First Grade Teachers' Theoretical Orientations Toward Reading
Instruction and Their Classroom Instructional Practices" (1997). UNF Graduate Theses and Dissertations. 148.
https://digitalcommons.unf.edu/etd/148
An Examination of the Relationship Between First Grade 
Teachers' Theoretical Orientations Toward Reading Instruction 
and Their Classroom Instructional Practices 
by 
John Anthony Luciano 
A dissertation submitted to the Program of Educational Leadership 
in partial fulfillment of the requirements for the degree of 
Doctor of Education in Educational Leadership 
UNIVERSITY OF NORTH FLORIDA 
COLLEGE OF EDUCATION AND HUMAN SERVICES 
1997 
Unpublished work c John Anthony Luciano 
CERTIFICATE OF APPROVAL 
The dissertation of Joh Anthony Luciano is approved: 
Dr. William Wilson 
Dr. Sally Hague 
Committee Chairperson 
Dr. Bruce Gutknecht 
epted for ~ Division: 
Accepted fer the College: 
Accepted for the University: 
-~-fo 
_~I-.7JI17 
Signature Deleted
Signature Deleted
Signature Deleted
Signature Deleted
Signature Deleted
Signature Deleted
Signature Deleted
Signature Deleted
DEDICATION 
This dissertation is dedicated to the memory of Clayton Bragg; 
a student whose life, and unexpected death, taught me the real 
importance of teaching and the value of each precious .day we spend 
with children. May he forever rest in the peace of our Lord. 
Trust in the Lord with all thine heart; 
and lean not on thine own understanding. 
In all thy ways acknowledge Him, 
and He shall direct thy paths. 
Proverbs 3: 5-6 
ACKNOWLEDGMENTS 
First of all, I wish to praise the Lord for his constant presence 
in my life. I would also like to express my love and thanks to my 
parents for their many years of support and encouragement. They 
can never be as proud of me, as I am of them. 
I would like to thank my dissertation chair, Dr. Bruce 
Gutknecht, to whom I will forever be indebted, for his guidance and 
assistance in completing this dissertation. His commitment to 
serve me, as a student, was without question. He is a credit to his 
university and himself. 
I also wish to recognize Dr. William Herrold for his help in 
steering me toward this topic; the members of my committee; and 
Dr. Debra Murphy for her assistance with my cognate requirements 
and for rekindling my love of learning. 
I would like to acknowledge all my friends, especially Bill 
Lotowycz, Fred Dietz, Dean Delgado, Tom Barker, Jim Groth, David 
Gilmore, Madeline Cosgrove, Bill Boyd, and Fr. Sam Monaco for their 
friendships and support. Without their encouragement over the past 
five years, I could not have completed this program. 
I am grateful to Jim Crean, Fred Otto and the staff of 
Xerographics Equipment and Supplies for their prompt and 
professional service in handling my copying needs throughout the 
duration of this project. 
Finally, I want to thank my entire family, especially my 
children, Cameron and Taft, for their love and understanding. Most 
of all, I wish to thank my wife Jodie for her constant support and 
devotion. Her belief in me is the wind beneath my wings. 
TABLE OF CONTENTS 
TlTLEPAGE ................................... . 
CERTIFICATE OF APPROVAL . . . . . . . . . . . . . . . . . . . . . . . . . ii 
DEDICATION . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . iii 
ACKNOWLEDGMENTS . . . . • . . . . . . . . . . . . . . . . . . . . . . . . iv 
TABLE OF CONTENTS . . . . . . . . . . . . . . . . . . . . . . . . . . . .. vi 
LIST OF TABLES . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ix 
ABSTRACT ..................................... x 
CHAPTER I: 
INTRODUCTION TO THE STUDY ........................ 1 
Statement of Purpose . . . . . . . . . . . . . . . . . . . . . . . . . . . 6 
Research Questions . . . . . . . . . . . . . . . . . . . . . . . . . . . . 9 
Theoretical Base . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 10 
Definition of Terms . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 15 
Significance of the Study . . . . . . . . . . . . . . . . . . . . . . . . . 17 
Summary .................................. 18 
CHAPTER II: 
REVIEW OF RELATED LITERATURE ...................... 20 
Differing Theoretical Approaches . . . . . . . . . . . . . . . . . . . . 20 
The Whole Language Philosophy . . . . . . . . . . . . . . . . 22 
A Combination of Instructional Approaches . . . . . . . . . . . . . . 24 
Beliefs and Practices . . . . . . . . . . . . . . . . . . . . . . . . . . . 24 
Summary .................................. 31 
CHAPTER III: 
METHODOLOGY AND PROCEDURES . . . . . . . . . . . . . . . . . . . . 33 
Gathering of Data . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 33 
Study Participants . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 34 
Instrumentation . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 35 
Theoretical Orientation to Reading Profile . . . . . . . . . .. 35 
Reading Instruction Practices Survey . . . . . . . . . . . . . . 36 
Pilot Study . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 36 
Procedures for Administration of Instruments . . . . . . . . . . . . . . 42 
Statistical Analysis . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 44 
Summary . . . . . . . . . . . . . . . . . . . . , . . . . . . . . . . . .. 45 
CHAPTER IV: 
RESULTS OF THE STUDY . . . . . . . . . . . . . . . . . . . . . . . . _ . . . 47 
Research Questions . . . . . . . . . . . . . . . . . . . . . . . . . .. 47 
Question 1 . . . . . . . . . . . . . . . . . . . . . . . . . . . .. 47 
Question 2 . . . . . . . . . . . . . . . . . . . . . . . . . . . .. 50 
Question 3 . . . . . . . . . . . . . . . . . . . . . . . . . . . .. 52 
Question 4 . . . . . . . . . . . . . . . . . . . . . . . . . . . .. 52 
Question 5 . . . . . . . . . . . . . . . . . . . . . . . . . . . .. 53 
Summary. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. 61 
CHAPTER V: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. 64 
DISCUSSION . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. 64 
Background for the Study . . . . . . . . . . . . . . . . . . .. 64 
Conclusions . . . . . . . . . . . . . . . . . . . . . . . . . . .. 65 
Significant Findings and Umitations . . . . . . . . . . . . .. 67 
Common Instructional Practices . . . . . . . . . . . . . . . . . 68 
Recommendations and Implications . . . . . . . . . . . . .. 71 
Condusion . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 74 
APPENDICES: 
A. Duval County Language Arts Philosophy . . . . . . . . . . . .. 76 
B. DeFord Theoretical Orientation To Reading Profile. . . . . .. 78 
C. Luciano Reading Instruction Practices Survey . . . . . . . . . . . 80 
D. Classroom Observation Checklist . . . . . . . . . . . . . . . . . . 83 
E. Request to Survey Teachers Memo . . . . . . . . . . . . . . . . . 84 
F. Survey Cover Letter . . . . . . . . . . . . . . . . . . . . . . . . .. 85 
G. Reading Study Consent Form . . . . . . . . . . . . . . . . . . .. 86 
H. DeFord Letter . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 87 
I. Principals' Memo . . . . . . . . . . . . . . . . . . . . . . . . . . .. 88 
J. First Grade Chairperson Letter . . . . . . . . . . . . . . . . . . . . 89 
REFERENCES . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 90 
VITA ......................................... 101 
LIST OF TABLES 
TABLE PAGE 
1. RIPS Pilot Data Raw Scores . . . . . . . . . . . . . . . . . . . . . . . . . 39 
2. ANOVA for Pilot Scores and Teachers' Reported Practices. . 41 
3. Theoretical Orientations to Reading Proflie (TORP) Scores . . 48 
4 Theoretical Orientations to Reading (TORP) Categories . . . . . . . . . 50 
5. Reading Instruction Practices Survey (RIPS) Scores . . . . . . . . . . 51 
6. Reading Instruction Practices (RIPS) Categories . . . . . ., ..... 53 
7. Two-Way Chi Square Test of RIPS Category and TORP Category ... 54 
8. Correlation Coefficients of RIPS and TORP Raw Scores . . . . . . . . 54 
9. Instructional Practice and Frequency of Use . . . . . . . . . . . . . . . 57 
ABSTRACT 
An Examination of the Relationship Between First Grade 
Teachers' Theoretical Orientations Toward Reading 
and Their Classroom Instructional Practices 
John A. Luciano 
University of North Florida 
Jacksonville, Florida 
Professor Bruce Gutknecht, Committee Chairperson 
This study examined the relationship between first grade 
teachers' theoretical orientations toward reading and their 
classroom instructional practices. The study, which was conducted 
in Duval County Florida, used the Theoretical Orientation to Reading 
Profile (DeFord, 1 985) and the Luciano Reading Instruction Practices 
Survey to gather self-reported data from the 102 study participants. 
The sample teachers reported the frequency with which they 
used 25 specific instructional practices to assist students in 
learning to read. Ten percent of the sample teachers were observed 
by the researcher for thirty minutes and their instructional 
practices were documented on a checklist which corresponded to the 
Luciano survey. These observations found that 48% of the reported 
practices were present. 
Raw scores on the TORP instrument indicated that 22.5% of the 
sample teachers held a phonics orientation towards reading, while 
77.5% scored in the mid-range indicating an orientation which 
supported a mixed theoretical orientation of decoding skills and 
whole language approaches. No significant mean difference was 
found when teachers' survey scores were used to categorize them as 
supporters of either phonics, whole language, or a combination 
approach to reading instruction. However, a correlation of r = .46 
(p < .0005) was found between raw scores on the two instruments 
indicating a moderate relationship among teachers' theoretical 
beliefs and instructional practices. 
Descriptive statistics of instructional practices obtained from 
the Luciano Reading Instruction Practices Survey (RIPS) indicated 
that 72% of all the sample teachers allowed students time for free-
reading on a daily basis, 66% reported emphasizing letter sounds, 
59% reported using consumable skills workbooks every day, and 56% 
of the study teachers activated student interest prior to each 
reading experience. 
RIPS scores also indicated that sample teachers who used a 
combination of phonics and whole language practices comprised the 
largest group (46%) in the study. Nearly 1 0% of the sample used a 
majority of phonics-based practices and 44% reported utilizing 
mostly whole language-type activities. 
The results of this study provided insights as to the current 
methods being used to teach reading at the first grade level in a 
large urban school district and indicated moderate support as to a 
relationship between teachers' theoretical orientations and 
classroom practices. 
CHAPTER I 
INTRODUCTION TO THE STUDY 
There can be little argument that children who do not 
read well are very likely to do poorly in school (Carbo, 1995). 
Recent demographic projections indicate that the number of 
children who fail to attain even the most basic standards of 
reading proficiency will continue to increase over the next two 
decades (Hodgkinson, 1989). 
Improving the reading ability of this country's students 
will address the nation's most pressing educational and social 
imperatives. Indeed, as Marie Carbo (1996) states, "Unless we 
learn how to teach these youngsters to read weliJ the United 
States will face an ever more difficult battle economically 
and socially" (p.l 3). This being the case, the continual 
examination of best practices with regards to reading 
instruction continues to be a worthwhile effort in the field of 
education. Though there continue to be those who believe 
strongly in one form of reading instruction over another, most 
researchers now conclude that a comprehensive reading 
curriculum should include a combination of methods. Early 
reading instruction can be thought of as falling along a 
continuum. At one end, teachers emphasize skills in specific 
decoding of individual words, word attack strategies, and 
literal comprehension. At the other extreme, teachers prefer 
students to construct meaning from whole texts and create 
meaning through writing and language activities (Pressley, 
1995). It is generally not advisable for a teacher to utilize 
only those instructional practices which pertain to one end of 
this spectrum or the other (Adams & Bruck, 1995; Pressley et 
al.~ 1995; Stahl, '990). 
At the present time, policymakers and politicians across 
America are considering state laws and local mandates 
requiring the use of explicit phonics instruction (Diegmueller, 
1996). This trend, and the long-standing debate over phonics 
versus whole language, provided the starting point for this 
research. This study examined the instructional beliefs held 
by the first grade teachers in a large urban school district and 
the relationship of those beliefs to actual classroom 
practices. 
It has long been assumed that teachers, as they engage in 
their professjonal role, are influenced by their knowledge, 
beliefs, and commitments regarding students, the curriculum, 
and classrooms (Hoffman, 1991). This study was based on the 
premise that careful examination of daily classroom 
instructional practices is an important step toward the 
establishment of a more balanced program of reading 
instruction. 
2 
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Many children learn to read quite well through a 
systematic phonics approach. There is at this time, however, a 
growing body of educators who favor what has come to be 
known as "whole language" literacy programs (Carbo, 1995). 
Paramount to the support of this wholistic, comprehension-
based instruction, is the notion that simply saying a word does 
not necessarily translate to understanding. In essence, the 
whole will exceed the sum of its parts. The printed words, one 
might say, merely provide a potential for understanding. 
Whole language proponents emphasize the position that 
readers construct their own meaning of the text. These 
programs stress that meaning can never be in the separate 
printed words, but must be constructed from texts-in-
situations (Harste, 1984; Rosenblatt, 1985). Some whole 
language proponents favor occasional work in specific reading 
skills (Slaughter, 1988), while others reject any instructional 
techniques which fragment the process of learning to read by 
the acquisition of numerous subskills (Goodman, 1989). 
In an effort to explain the apparent ebbs and flows 
associated with the widespread appeal of literature-based 
instruction, Marie Carbo (1 995) writes that the metaphor of a 
swinging pendulum between two extreme positions is 
inadequate. Rather, there exists an on-going struggle in 
research and theories that relate to education. 
4 
Goodman also believes that it is an oversimplification to 
describe two diametrically opposed systems of belief. He 
points out that there are basic differences in how people view 
the purposes of education, good teaching, and learning. He 
believes these differences strongly influence this struggle at 
any point in time (Goodman, 1989). 
Adams' (1991) research surrounding the phonics vs. 
whole language debate is presented in her book entitled 
Beginning To Read, Thinking and Learning About Print. Her 
findings convinced her that both approaches were appropriate 
in clearly significant ways. Adams writes that ". . . these two 
approaches are right, not as alternatives to each other, but 
rather as necessary complements, effective and realizable 
only in interdependency with one another" (p. 372). Clearly, 
programs for all children, good and poor readers alike, should 
attempt to maintain a balance between phonics activities and 
the reading of informative and engaging texts (Adams, 1990). 
Although numerous studies have been conducted in an 
effort to examine specific programs of primary reading 
instruction, most have focused on improving student 
performance on some form of standardized assessment 
instrument (Ehri & Wilce, 1985). In recent years, research has 
begun to explore what teachers believe about the process of 
reading instruction and why they use particular instructional 
5 
practices (Feng, 1992; Linek, 1992; Palka, 1992). In fact, a 
current search of Dissertation Abstracts International lists 4 
studies which dealt specifically with the relationship between 
teachers' orientations to reading and some other' variable (e.g. , 
"reading comprehension," "student attitudes toward reading," 
or "student achievement"). The 1992 correlational study 
conducted by Jianhua Feng at Memphis State University 
involved the use of the Theoretical Orientation to Reading 
Profile or TORP (DeFord, 1985) survey and how it related to 
reading instructional practices. This study was conducted in 
the mid-south and gathered data from a stratified sample of 
1 5 teachers, five from each orientation (phonics, skilis, and 
whole language). 
As evidence of the continuing debate over which methods 
of instruction are "best, II the Florida Department of Education 
announced as recently as July 1996 that it was adding new 
phonics textbooks to its list of state adopted materials. 
Education Commissioner Frank Brogan announced the adoption 
of the phonics texts as an effort ". . . to make phonics 
materials more easily available [to districts and teachers] and 
to help children learn to read" (Pendelton,1996). 
Clearly, the literature concerning reading instruction is 
extensive. A great deal of this literature examines specific 
6 
reading programs. Still, the actual classroom methods which 
comprise the majority of beginning reading instruction vary 
from teacher to teacher. Which approach, then, is the most 
desirable: a whole language environment or a phonics-based 
program? Do first grade teachers understand the need to 
provide activities related to both philosophies? Is the primary 
goal of beginning reading instruction literal or inferential 
comprehension? What instructional methods are actually 
being used in first grade classrooms? What do first grade 
teachers believe about primary reading instruction? 
These are questions which every school system must address 
in order to develop and implement a comprehensive reading 
curriculum. 
Statement of Purpose 
The purpose of this study was to examine the 
relationship between reading instructional practices being 
used by first grade teachers in Duval County, Florida, and the 
theoretical orientation toward reading held by those teachers. 
A determination of current classroom practices is an 
important foundation from which to begin any efforts to 
improve instruction. A goal of this research was to determine 
the extent of support for both the whole language and phonics-
based instruction in Duval County. The study reported on the 
actual instructional practices being used by a representative 
7 
sample of teachers as they teach reading in the district's first 
grade classes. A self-selected sample study such as this may 
provide an opportunity for further generalization of findings. 
This study focused on the Duval County Public School 
district in Jacksonville, Florida. This urban school district, 
comprised of over 123,000 students and 6,600 educators, has 
made attempts in recent years to promote an intergrated 
Language Arts approach to reading instruction. It has done so 
by providing in-service training workshops, hosting focus 
groups, and selecting reading textbooks which provide 
opportunities for thematic, integrated Language Arts 
activities. 
Duval County's adopted Language Arts philosophy 
specifically states, in part, that elementary educators in Duval 
County believe that: 
* Explicit phonics instruction . . . should be completed 
by grade three. 
* In addition to phonics, children should learn other 
cueing systems. For example, looking at accompanying 
pictures or using the pronunciation of one word to assist with 
the pronunciation of similar spelled words. 
* Reading, writing, speaking, listening, and viewing 
should be practiced in familiar and meaningful contexts. 
* A language arts program should include quality 
children's literature. 
* Writing opportunities should be directly related to all 
reading selections. 
* Comprehension should be the focus of reading 
instruction. 
* Reading aloud to children should be an emphasized 
activity. 
* A student's background knowledge is essential to 
reading comprehension (see Appendix A). 
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Duval County is the fifteenth largest school district in 
the United States and, as may be the case in many school 
systems, the sheer number of professionals involved makes for 
a vast array of instructional practices. 
In this study, the sample teachers' theoretical 
orientations toward reading was determined by their score on 
the TORP survey instrument (see Appendix B). The TORP survey 
indicates whether a teacher's theoretical orientation toward 
reading instruction is skills-focused or whole language in 
nature. Teachers' instructional practices were categorized by 
their score on a researcher developed Reading Instructional 
Practices Survey, hereafter referred to as the RIPS, (see 
Appendix C), and a 10% random sample of these survey results 
was verified by classroom observations utilizing an 
instructional practices checklist (see Appendix D). 
Recognizing that a single study of any issue is not 
sufficient, the objective of this study was simply to describe 
local instructional practice by providing descriptive and 
correlational data pertaining to existing philosophical beliefs 
and their relationship to classroom teaching. Findings of this 
study are intended to be viewed along with similar research 
projects (e.g., DeFord, 1985; Feng, 1992; Hook & Rosenshine, 
1979; Linek, 1992). It is hoped that suggestions for 
professional development will also be generated from the 
research data. 
Research Questions 
Five research questions are addressed in this study. 
Descriptive research questions include: 1) what are the 
theoretical orientations towards reading held by first grade 
teachers in Duval County, as determined by the participants' 
TORP survey scores? 2) what are the reading instructional 
practices currently being used by first grade teachers in Duval 
County, as determined by the participants' scores on the 
researcher's survey? 3) what percentage of first grade 
teachers is providing reading instruction which is considered 
skills-oriented? and 4) what percentage of first grade 
teachers is using reading instructional methods which are 
considered whole language in nature? 
9 
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The correlational research question is: how do Duval 
County first grade teachers' theoretical orientations toward 
reading, as measured by the TORP survey, relate to their daily 
instructional practices, as measured by the researcher's 
survey and random classroom observations? The null 
hypothesis is: there is no relationship between the theoretical 
orientation toward reading of first grade teachers and their 
reading instructional practices. This hypothesis will be tested 
at the .05 level of significance. 
Theoretical Base 
In order to thoroughly interpret the findings of this 
study, it is necessary to understand the theoretical 
foundations of human belief research. One must first accept 
the concept that beliefs and actions are somehow related 
before a complete appreciation of this study can be achieved. 
Attitude researchers such as Fishbein and Ajzen (1975), 
Rokeach (1973), and Kerlinger (1983) all contend that beliefs 
are predispositions to action. Though an individual's beliefs 
cannot be directly observed, they can often be inferred by their 
actions. Rokeach (1 968) describes the nature of beliefs as 
constructs which can be inferred from what an individual says, 
intends, and does (pp. 1-2). The more closely connected, or in 
communication, a given belief is with other beliefs, the more 
central the belief is to an individual. Also, the more 
1 1 
implications and consequences it has for other beliefs. 
Harvey (1970) describes one's belief system as a form of 
"psychological filter" which allows an individual to make 
selective discriminations as to what will be attended to, 
accepted, or rejected out of their environment. In regard to 
teaching, one's beliefs may greatly influence instructional 
decision making (Harste & Burke, 1977; Mitchell, 1980). 
Harvey (1970), like Piaget (1932) and Kohlberg (1987), 
associates one's belief system with a person's conceptual and 
moral development. For example, those with a higher level of 
abstract reasoning are thought to have a lower tendency for 
stereotyping, greater flexibility when faced with changing 
situations, increased creativity, exploration behavior, and 
tolerance for stress (Harvey & Schroder, 1963). 
The verifiability of a belief is widely regarded as the 
level to which a specific belief can be "seen" in one's actions 
(Rokeach, 1968, p. 13). Permanent changes in one's behaviors 
will only happen when underlying attitude changes have 
already occurred. Yet, given the complexity of the phenomenon 
of teaching (Dreeben, 1968), the reflexive nature of classroom 
behaviors (Jackson, 1968; Kounin, 1970), and the many 
external influences which impact teachers' socialization 
(Lortie, 1975), it seems likely that teachers may be 
continually modifying their beliefs in response to available 
12 
information. 
For those interested in changing teachers' behaviors, 
Fullan and Stiegelbauer's (1991) research cautions against 
attempts to implement changes which are not initiated from 
within the teachers themselves. Teacher "buy-in" is essential 
for the effective implementation and longevity of school 
changes. Educational changes are implemented most 
successfully when teachers understand themselves and are 
understood by others (Fullan & Stiegelbauer, 1 991 ). 
An assessment of where teachers "are" is an important 
first step to bringing about any educational change. Quite 
simpiy, in attempting to help teachers improve their teaching, 
some form of consciousness-raising or feedback regarding 
their current classroom behavior is needed before they can 
change their instructional beliefs and thus their practices 
(Bauch, 1984). Guskey's (1986) change model goes so far as to 
suggest that only after teachers see positive results of 
different behaviors in terms of student learning do they begin 
to change their beliefs. 
In regards to teachers' specific beliefs toward reading 
instruction, Palka's (1992) case studies found that: 1) all the 
sample teachers agreed that reading methodology should be a 
personal, professional choice, 2) all the teachers agreed that 
student background was the most influential factor in school 
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success and that smaller class sizes would enhance learning, 
3) literature-based (whole language) teachers believed 
students need an active environment which includes student 
decision-making and choice as well as many opportunities to 
read and write, 4) literature-based classrooms were highly 
organized and contained a variety of materials, 5) literature-
based teachers perceived themselves as the designers of their 
reading programs, 6) basal (skills-oriented) classrooms were 
found to be highly structured, quieter, teacher controlled, and 
predictable, 7) basal classrooms offered more skill sheets, 
less silent reading time, and more student work to be done 
individually, 8) basal teachers perceived their decsion-making 
as being limited to grouping patterns, organization, and lesson 
planning, and 9) urban schools in comparison to suburban 
schools were believed to serve a more diverse population. 
The findings of Hollingsworth (1989), Munby (1984), and 
Richardson (1990) suggest that the way teachers adapt or 
adopt new instructional practices in their classrooms is 
closely related to whether their beliefs match the 
assumptions inherent to the new program or strategy. 
Similarly, in studying the Reading Recovery program, 
Duckworth (1987) suggests that teachers' beliefs are often 
flexible and well-informed. She writes that a belief can be 
confirmed or disconfirmed by additional evidence, and an 
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opposing belief is possible, and would lead to different actions 
in situations where the belief is pertinent. One can learn a 
belief by simply being told, or discover a belief from evidence 
gained in personal experience (Rokeach, 1968). . 
Duckworth (1987) also writes that a verbal statement of 
a person's beliefs does not necessarily prove that the belief is 
held. Teachers may enunciate a belief, even though they don't 
believe it, only because they think it is expected. Finally, 
individuals may think they believe something although their 
actions indicate they actually do not. 
In any case, it would seem important to understand 
something about the theoretical orientations of teachers in 
order to better understand the motives behind their 
instructional methods. In light of this research, it seems 
reasonable for one to want to understand more about the 
instructional beliefs held by teachers, especially if they are 
expected to be more conceptual, democratic, open-minded, and 
creative in their teaching (Arnold et al.,1977). 
If Duval County, or any school district, is interested in 
bringing about long-term, comprehensive changes in teaching 
practices, it should be cognizant of the four main criteria 
which Fullan and Stiegelbauer (1 991) identify as necessary for 
individual teachers to assess such changes. These criteria are: 
1) does the proposed change address what they believe to be a 
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need, 2) what exactly will be required of teachers, 3) what is 
the personal effect on teachers in regards to time, energy, and 
interference with existing priorities, and 4) how rewarding 
will the change experience be in terms of interaction with 
others (Fullan & Stiegelbauer, 1991)? 
Definition of Terms 
There are several phrases which shall be used throughout 
this study that are operationally defined. Phonics instruction 
will refer to those methods intended to assist beginning 
readers in their ability to recognize letter-sound relationships 
and their corresponding speech patterns (Richardson~ 1991). 
For the purposes of this study, phonics instruction and "skills 
instruction" shall be synonymous. 
Whole language instruction will refer to instructional 
approaches which emphasize the construction of meaning from 
real text; the importance of communication in reading, 
writing, and speech; the use of literature in a variety of forms; 
the intergration of the language arts; and recognition of the 
affective aspects of students' learning (Bergeron, 1990). 
Whole language reflects a distinct set of assumptions about 
viewing children as "meaning makers" through language, 
creativity, and discovery. It draws on the works of Piaget, 
Vygotsky, Bruner and others in the social cognitivist 
movement (Hoffman, 1992). Whole language is more a 
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philosophy than a set of pedagogical practices. This approach 
will also be referred to as "literature-based" for the purposes 
of this study. 
The ability to decode will refer to a child's skill in 
translating print into spoken language. This concept can also 
be described as a general recognition that the sounds which 
make up our language can be represented by certain 
combinations of letters. 
Phonemic awareness shall refer to a child's conscious 
ability to segment spoken words into their constitutent 
phonemes and thereby manipulate phonemes (Adams et al. , 
1991). Phonemic awareness is directly related to the issue of 
understanding the pronunciation clues of written language 
(Sulzby & Teale, 1991). The skills of phonemic analysis are 
tied to one's ability to decode, and therefore an essential 
element of conventional reading (Bond & Dykstra, 1967). 
One's belief system will refer to the psychological 
process that enables a person to discriminate between what 
aspects of a situation will be attended to, accepted, or 
rejected (Harvey, 1970). 
This study was confined to those first grade teachers in 
a large southeastern public school system who voluntarily 
chose to participate. Only those individuals who signed and 
returned informed consent forms were able to complete the 
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surveys and were eligible to be observed by the researcher. 
Significance of the Study 
A study concerning the relationship between teachers' 
theoretical orientations toward reading and their actual 
classroom practices is significant for several reasons. First 
of all, any efforts to create changes in teacher beliefs or 
instructional practices should be preceded by an assessment of 
what they currently believe and why (Fullan & Stiegelbauer, 
1991). Secondly, although vast amounts of research have 
focused on specific reading programs or how to improve 
student performance on a particular standardized reading test 
(Chall, 1967), far less literature exists which examines the 
relationship between what a teacher believes and how it 
relates to his or her classroom reading instruction. 
As stated previously, Dissertation Abstracts 
International lists eleven works of scholarly research which 
examine "teachers' beliefs" and "reading." Of these 
dissertations, four deal specifically with beginning reading 
instruction and only two used DeFord's TORP survey to 
determine teachers' theoretical orientations toward reading. 
By surveying a large number of teachers, and employing a 
self-selected sample approach, the findings of this study may 
be generalizable to many similar school sytems. This study 
will not only inform local and state educational leaders, but 
will add information to the specific body of research dealing 
with teacher beliefs and primary reading instructional 
practices. If the Duval County school district, or any large 
urban school system is truly interested in fostering a whole 
language or intergrated language arts curriculum, it should 
first determine the prevalent theoretical orientations of its 
instructional personnel in order to better serve their 
professional development needs. 
Summary 
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Chapter I has presented an introduction to the study 1 a 
statement of purpose, list of research questions, a theoretical 
base, definitions of terms, and the significance of the study. 
This study examined the instructional practices of a self-
selected sample of first grade teachers in a large urban school 
district and the relationship of these practices to their 
theoretical orientations toward reading. An explanation of 
human belief research was given, and the importance of this 
research in terms of teachers' beliefs affecting classroom 
practices was explained. 
Chapter II contains the review of literature pertinent to 
the study. This review is organized into three broad 
categories. First, is the mass of research which compares one 
reading instructional approach to others. Secondly, are the 
studies which indicate the importance of providing a 
combination of instructional approaches. Finally, the third 
area of literature deals with the relationship between 
teachers' beliefs and actions. 
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CHAPTER" 
REVIEW OF RELATED LfTERA TURE 
The purpose of this study is to examine the importance 
of teachers' basic pedagogical beliefs as influencing their 
daily instructional practices. As described by Piaget (1954) 
and Vygotsky (1962), the constructivist theory of learning 
presupposes that humans are knowing beings and continuously 
reconstructing their understandings of the world around them 
(Kelly, 1955; Magoon, 1977). In this way, teachers may 
reshape their instructional practices as their knowledge and 
personal experiences dictate (elandinin, 1985). 
The literature review for this study revealed three main 
areas of research. The first area consists of those studies 
which demonstrate the effectiveness of one reading approach 
over another. The second group of studies are those which 
indicate the importance of providing a combination of 
instructional approaches. The most significant studies 
reviewed for this research, however, are those reports which 
examined the relationship between teachers' beliefs and 
actions. 
Differing Theoretical Approaches 
According to Gibson and Levin (1975), much of the 
literature concerning this topic indicates that the major 
differences in teachers I beliefs about reading are between 
those who view reading as a skill that is dependent on 
decoding and those who believe that reading is a constructive 
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process of understanding between the reader and the text (as 
cited in Feitelson, 1988). This study accepts these positions 
as a beginning reference and, rather than attempt to alter 
teachers' current attitudes, examines how these beliefs relate 
to actual instructional practices. 
Two of the most cited and extensive studies addressing 
reading instruction were conducted by Jeanne Chall (1 967) and 
Guy Bond and Robert Dykstra (1 967). While at the Harvard 
University Graduate School of Education, Chall published her 
five year study entitled, Learning to Read: The Great Debate. 
Chall reviewed 85 studies. She surveyed classroom studies, 
and laboratory and clinical studies of various kinds and 
compared systematic, intensive, phonics-first, or in her 
terms, "code emphasis II instruction with whole word "look and 
say" instruction. Chall reported that the research from 1 91 2 
to 1965 indicated a code-emphasis method (which views 
beginning reading as essentially different from mature 
reading) produced better results, at least up to the end of the 
third grade. This "end of the third grade" statement can be 
attributed to the fact that the comprehensive 1967 Bond and 
Dykstra USOE (United States Office of Education) First Grade 
Cooperative Reading Studies had collected significant data 
only to the end of the third grade. 
It is important to note that in these studies, "better 
results, II sometimes referred to improved ability to simply 
identify individual words. One of the controversies pointed out 
by The Great Debate (Chalf, 1967) was that although many 
children can successfully "call words," this does not always 
equate to understanding the meaning of those words (p. 307). 
In regard to this issue, Chall strongly recommends beginning 
code-emphasis instruction which is closely followed by on-
going reading-for-meaning practices (p. 307). 
In the follow-up report to the USOE's Targeted Reading 
Research study, Robert Dykstra (1967) at the University of 
Minnesota again supported a phonics approach. He wrote: 
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We can summarize the results of 60 years of research 
dealing with beginning reading instruction by stating 
that early systematic instruction in [synthetic] phoniCS 
[where the child is taught certain letter-sound 
relationships before learning to read] provides the child 
with the skills necessary to read [attain proficient word 
recognition ability] at an earlier age than is likely if 
phonics instruction is delayed and less systematic. (Bond 
& Dykstra, 1967, p.18) 
The Whore Language Philosophy 
As we have seen, there are literally hundreds of studies 
which demonstrate the value of phonics instruction in helping 
children say words (Adams & Bruck, 1995). A number of these 
studies support the belief that poor word identification skills 
are strongly linked to poor reading comprehension in children 
(Perfetti, 1985; Rack, Snowling, & Olson, 1992; Stanovich, 
1982; Vellutino, 1991). Comprehension though, in these 
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studies, is often determined by scores on a norm-referenced 
standardized test. Many cognitive psychologists denounce this 
practice as an inaccurate assessment of a child's overall 
reading ability because it relies largely on isol~ted sub-skills 
and word recitation as opposed to true comprehension of the 
complete printed message (Anderson et ai., 1985; Duffy, et aI., 
1983; Durkin, 1981; Osborn et aI., 1985). 
In this paradigm, there is a great deal of support for the 
importance of teaching reading as a more natural connection to 
oral language acquisition and avoiding any exercise which 
might focus an excessive amount of attention on individual 
letters and their sounds (Goodman, 1986; Smith, 1971). 
Supporters of this theory point to Noam Chomsky's (1965) 
work on language acquisition as a parallel to natural reading 
development. Children, these theorists conclude, will best 
learn to read by extensive experiences in reading, or through 
sufficient, direct, and unmediated engagement with meaningful 
text (Smith, 1971). Goodman (1974) has even suggested that if 
children were taught oral language the way they are taught to 
read, there would be as many students enrolled in remedial 
language classes as there are in remedial reading classes. In 
short, as Chall (1967) pointed out nearly three decades ago, it 
is the stance on phonics and code instruction that has been the 
most essential distinction between whole language-like 
methods and other approaches. 
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A Combination of Instructional Approaches.. 
Although there have been substantial research findings 
to support the benefits of systematic word recognition skills 
instruction in regard to performance on standardized tests 
(Bond & Dykstra, 1967; Chall, 1967), the evidence 
recommending a more wholistic array of instructional 
strategies has steadily mounted (Guba & Lincoln, 1981; 
Haertel, 1992; Herman, Aschbacher & Winters, 1992). As one 
might suspect, the majority of reading theories fall within 
these two positions (Harste & Burke, 1977). In fact, there are 
now research findings which indicate the effectiveness of 
instructional programs that provide direct word recognition 
skills instruction within the context of meaningful 
engagements with whole works of literature (Pressley et ai, 
1995; Schuder, 1993). 
In recent decades, the literature indicates extreme 
positions on initial reading are becoming less commonplace. 
Many look-and-say approaches contain some elements of 
phonics and most phonics emphasis programs move, at some 
point, to words in meaningful context (Gibson & Levin, 1975). 
Beliefs and Practices 
There has been research for many years which reveals a 
significant relationship between teacher behaviors and student 
achievement (Bond & Dykstra, 1967; Chall & Feldman, 1966; 
Rosenshine & Furst, 1973). We tum our attention, then, to a 
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concern for how teachers' beliefs influence these crucial 
behaviors. Findings from the Bond and Dykstra projects (often 
referred to as the "First-Grade Studies") and many others, 
provide an important basis for this research study. 
Depending upon the type of research design employed, 
prior work on the relationship between classroom practices 
and teacher beliefs in the area of reading has sometimes 
produced contradictory results. However, several studies, 
within the field of education, suggest that practices and 
beliefs are somehow related (DeFord, 1985; Pinnell et aI., 
1988). 
Harste & Burke, (1977) hypothesized that teachers will 
make decisions about reading instruction based upon their 
knowledge and acceptance of theory, or the assumptions they 
hold concerning reading and learning. They contend that a 
teacher's theoretical orientation establishes goals, 
procedures, materials and classroom practices. DeFord (1 985), 
for example, found that classroom observers of 1 4 teachers 
were able to accurately predict the teachers' overall score on 
the Theoretical Orientation to Reading Profile (TORP) survey of 
teacher beliefs. 
The research pertaining to DeFord's (1985) multiple-
choice survey instrument, entitled the Theoretical Orientation 
to Reading Profile (TORP), is of significant importance to this 
study. Her survey was developed within the framework 
proposed by Harste and Burke (1977) and was designed to 
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differentiate teachers based on their theoretical beliefs about 
reading. Research using the TORP indicates that it is a one-
factor t.est which measures instruction in reading 
.,~~ 
characterized on a continuum from isolation of sub-skills to 
intergration of language (Hoffman, 1991). 
DeFord validated her instrument by predicting a sample 
of teachers' theoretical orientations to reading based upon 
classroom observations. Her study found a strong relationship 
between the TORP score and the predictions (r = .64 [skills .. 
oriented], r = .67 [whole language]; p< .01 ). 
In short, DeFord's extensive research with her TORP 
survey indicated that teachers of known theoretical 
orientation responded in consistent, predictable ways to 
statements concerning practices in reading instruction. One 
category of orientation emphasized smaller than word level 
letter units with gradual progression to words and 
comprehension. A second orientation focused on the 
development of sight word vocabulary and also emphasized the 
beginning and ending letter/sound relationships. A third 
teacher orientation was found to be one in which story and 
text was emphasized as a framework for examining smaller 
units of language. It was these same validated constructs 
which were used in the development of the Luciano Reading 
Instruction Practices Survey (RIPS). 
Before the TORP, the Propositions about Reading 
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Instruction Inventory (PRI) had been developed to characterize 
teacher beliefs about reading in terms of standard 
instructional models (Le., basal text, linear skills, natural 
language, interest-based, and intergrated curriculums). 
Research with the PRI concluded that it too was an efficient 
and reliable tool for assessing teacher beliefs about reading 
(Duffy & Metheny, 1979). Similarly, Hook and Rosenshine's 
(1 979) summaries of studies implied that paper and pencil 
measures could accurately predict global teaching approaches, 
though not necessarily specific teacher behaviors. They 
analyzed 11 studies which were conducted between 1966 and 
1976 and focused on the accuracy of teacher reports. They 
examined the number of teachers involved in each study, the 
grade level and subject areas, the number and length of 
observations made, and the source of the teacher data 
(questionnaire, interview, or both). The results of their 
research indicated that if teachers' actions were grouped into 
large sets or dimensions, some significant correlations could 
be made to actual practices. 
Ross (1979) identified four factors which were 
important in the ability of teachers to implement their beliefs: 
1) the clarity of their beliefs, 2) the level of connection they 
perceived to exist between their beliefs and the practices 
which had previously been identified as important, 3) an 
awareness and understanding of alternative practices, and 4) 
the teachers' perceptions of the beliefs of their school system 
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officials. 
In the early nineteen eighties, both the DeFord (1 981) and 
Mitchell (1980) studies found that teachers' responses to 
miscue behavior were significantly different due to their 
orientation, and these teachers' behaviors produced different 
reading strategies in their students. "Miscue behavior" in 
these studies referred to a child either mispronouncing a word 
or substituting an incorrect word for the one which was 
actually printed. DeFord's (1981) case study involving a whole 
language classroom and a phonics classroom revealed clearcut 
patterns of differing strategy usage through miscue analysis. 
The phonics classroom, for example, indicated that the 
majority of students had a strong dependence on decoding 
strategies. Katherine Mitchell's (1980) study investigated 
patterns of teacher-student responses to oral reading errors 
when teachers were categorized as expert representatives of 
either Ken Goodman's whole language or Caleb Gattegno's 
( 1 971) learner-centered theoretical positions. She videotaped 
these teachers working with eight and nine year old readers 
and analyzed their interactions using the ASSTIR (Analytical 
System of Student-Teacher Interactions in Reading) 
instrument which she had developed specifically for this study 
(Mitchell, 1980). 
Her results indicated some similarities in the overall 
interactions in the Goodman and Gettegno groups, as well as 
differences in the ways the two groups responded to students' 
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errors. Both the similarities and differences were related to 
aspects of the teachers' theoretical orientations. In fact, the 
data from her fol/ow-up teacher interviews indicated that 
teachers' behaviors were clearly affected by the way in which 
they viewed the teaching-learning process, student 
independence, and interpretation of oral reading errors. 
In a study which utilized a beliefs interview technique 
borrowed from anthropology, Richardson et al. (1991) 
demonstrated that the beliefs of teachers did relate to their 
classroom practices in the teaching of reading comprehension 
in grades 4, 5, and 6. Predictions about instructional practices 
were made from belief interviews with 39 teachers and were 
then related to practices observed ;n their classrooms. 
An ERIC search of the literature concerning this topic 
revealed one study which employed a nearly identical research 
design to the one used for this dissertation. Feng (1992) asked 
all first grade teachers in a mid-southern metropolitan area to 
complete the TORP survey instrument. She selected a 
stratified sample of 1 5 teachers (five from each category of 
orientation; phonics, skill-centered, or whole language) and 
observed them during their reading instruction on three 
separate occasions. All students in these classrooms were 
also surveyed to determine attitudes toward reading. Feng 
(1992) completed her data gathering by interviewing each of 
the 1 5 teachers concerning their selection of reading 
materials and the factors which influenced their beliefs about 
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reading. 
The findings from this study revealed that: (8) the 
majority of surveyed teachers held a skills orientation toward 
reading with only 3.1 % having a whole language orientation; (b) 
there was a significant correlation between a teachers' TORP 
scores and their age, but no significant relationship between 
teachers' TORP scores and their race, education, degrees held, 
training, class size, or students' socia-economic level; (c) 
although most teachers actually used a variety of instructional 
methods, 60% of the observed teachers were teaching reading 
in a manner consistent with their predetermined theorecticai 
orientation; (d) the skills-oriented teachers reported that 
administration expectat:on and the type of reading program 
mandated by their schoof system were major influences on 
their reading instructional practices; and (e) all teachers 
identified their classroom experience as the most profound 
factor influencing their beliefs about reading instruction 
(Feng, 1992). 
Linek (1992), after using of the TORP survey with 60 
urban elementary school teachers and 800 students, found no 
relation between teacher attitudes and student achievement as 
measured by a standardized test. He also found no consistent 
direct relationship between teachers' theoretical orientation 
and student attitudes toward reading. Multiple regression 
analyses using predictor blocks of theoretical orientation to 
reading, teacher attitudes toward reading in general, reading 
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instruction, instructional decision-making, and student 
attitudes toward reading, however, were able to predict 
significant amounts of variance in student achievement as 
measured by one standarized test score. Direct. relationships 
were found between teacher attitudes and student achievement 
and between student attitudes and student achievement. No 
direct relationships were reported between student attitudes 
and teacher attitudes. 
An examination of the studies conducted by Duffy 
(1981) and Hoffman & Kugle (1982) also found a lack of 
correlation between teachers' theoretical orientations and 
their specific classrooms behaviors ( Deford, 1 981; Harste & 
Burke, 1977; Kamil & Pearson, 1979; Martoncik, 1981; 
Mitchell, 1980). These contradictory findings, though, may be 
due to the difficulty of validly assessing one's beliefs solely 
through the use of a paper-and-pencil self-reported survey 
(Hoffman & Kugle, 1982). For example, the evolving definitions 
of the whole language philosophy have sometimes calJed into 
question the ability of the TORP, or any self-reported survey, 
to accurately assess teachers' instructional beliefs (Linek, 
1992). 
Summary 
The area of reading research is multidimensional, to 
say the least. This study focused first on the body of research 
which examined the effectiveness of one instructional 
approach over another. These differing approaches can be 
traced back three decades to the extensive studies conducted 
by Jeanne Chall (1967), Guy Bond and Robert Dykstra (1967), 
Frank Smith (1971), and others. A synopsis of the whole 
language philosophy emphasizes the importance of teaching 
reading as an intergrated element of all language arts as 
opposed to a separate subject area. 
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Recent reading research has recommended the use of a 
wide variety of instructional techniques in order to provide a 
more comprehensive literacy program (Pressley et ai, 1995; 
Schuder, 1993). Adams and Bruck (1995) have indicated that 
skills-focused and wholistic approaches are recommended as 
inter-related complements to one another. 
Finally, research efforts intended to examine the 
connection of beliefs to practices have often indicated 
contradictory findings depending on the particular research 
designs. Self-reported surveys, such as the TORP and the PRI, 
have been shown to reliably assess teachers' general beliefs 
about reading (DeFord, 1985; Duffy & Methany, 1979). 
However, such survey instruments do not always indicate 
specific instructional practices (Hook & Rosenshine, 1979). 
Chapter III presents the research methodology and 
procedures. The chapter discusses participants, 
instrumentation, and information on the pilot study. 
CHAPTER III 
METHODOLOGY AND PROCEDURES 
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This chapter describes the research methodology and 
procedures which were employed in this study. The chapter is 
devided into sub-topics which explain how data was gathered, 
the study participants, instrumentation, pilot study, 
procedures for administration of surveys, and the methods of 
statistical analysis which were used. 
The methodology used to conduct this study was intended 
to determine the theoretical orientation to reading held by a 
sample of first grade teachers, and the relationship their 
orientation had to their actual classroom practices. 
Information pertaining to the percentage of teachers 
supporting phonics/skills methods and whole language 
philosophies was ascertained, as was demographic data 
concerning the participants' years of teaching experience, 
years of teaching first grade, level of education, and time of 
most recent professional development regarding reading 
instruction. 
Gathering of Data 
Data gathering involved the use of two self-report 
survey instruments and a researcher-created cfassroom 
observation checklist. The use of a voluntary mail-in self-
report survey was employed in order to obtain the largest 
possible number of study participants. 
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The purpose of this type of study is to generalize from a 
sample of a population in order to make inferences about some 
characteristics or behaviors of an overall population. In short, 
this research design allows the researcher to id.entify 
attributes of a population from data obtained from a small 
group of individuals (Babbie, 1990; Fink & Kosecoff, 1985; 
Fowler, 1988). 
Study Participants 
The participants for this study were 102 first grade 
teachers who were employed by the Duval County Public School 
District (FL) during the Fall of 1996. After receiving 
permission from the General Director of Instructional 
Information Services to survey teachers (see Appendix E), all 
450 first grade teachers were contacted directly via inter-
school mail and invited to take part in the study (see Appendix 
F). Self-selected participants signed an informed consent 
letter (see Appendix G) and completed the first survey. The 
teachers who agreed to participate were employed at schools 
located throughout the county. 
This method of surveying is sometimes referred to as a 
single-stage sampling procedure because the study 
participants completed each survey only once and the 
researcher had access to the names of the entire potential 
study population (Creswell, 1994). Any first grade teacher 
who chose to return a signed consent form was allowed to 
participate in the study. At no time was the final sample of 
1 02 study participants stratified in any manner. 
Instrumentation 
Theoretical Orientation to Reading Profjfe 
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All of the participants in this study completed the 
DeFord Theoretical Orientations to Reading Profile (TORP) 
instrument during the Fall of 1996 in order to determine their 
theoretical orientation toward the teaching of reading. The 
TORP is a multiple-choice instrument which reliably 
categorizes teachers as either phonics/skills oriented or 
whole language oriented based upon a numerical raw score. 
Dr. Diane DeFord developed the TORP in 1985 as a means to 
differentiate teachers on the basis of their beliefs about the 
teaching of reading (DeFord, 1985). A written request to use 
the TORP instrument for this study was made in March of 1996 
and although no reply was received, an affirmative response 
was given via telephone conservation approximately one month 
later (see Appendix H). 
The constructs associated with the TORP instrument 
were originally validated through a three-phase process of 
data collection. The reliability of the TORP was established by 
first administering the instrument to a sample of 90 teachers 
of known theoretical orientation, and then comparing their 
responses to actual classroom observations conducted by a 
panel of three expert judges. There was a significant match 
between teacher behavior and observer predictions as 
determined by a total score on the TORP. A .86 (p < .001) level 
of correlation between teacher practices and observer 
predictions of orientation was calculated using a Spearman 
Rho procedure. 
The validation of an instrument such as the TaRP 
requires the use of a construct validity method to determine 
whether the instrument measures the theoretical beliefs it 
claims to measure. DeFord's validation process was not the 
validation of the test itself (this came later with her pilot 
studies), but rather of the construct of "theoretical 
orientation" (DeFord, 1985). Data results indicated that the 
TaRP was a reliable measure (r=.98) of differences in 
theoretical orientation to reading instruction. 
Reading Instruction Practices Survey 
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The RIPS is a seif-reported questionnaire consisting of 
25 Likert-like items using a response choice of "never use, II 
"occasionally use," "frequently use," and uuse daily." The RIPS 
also contains demographic information items concerning years 
of teaching experience, years teaching first grade, highest 
degree obtained, and most recent reading workshop experience 
(see Appendix C). 
Pilot Study 
The Reading Instruction Practices Survey (RIPS) was 
piloted during the month of April 1996 with 27 first grade 
teachers from seven elementary schools in the Duval County 
School District in Florida. The seven schools were located 
throughout the large district and were selected by personal 
contact with each school's principal. Internal validity was 
maintained by having 21 of the RIPS survey items directly 
match DeFord's TORP constructs. The four remaining items 
were derived from recurrent themes in the resp~ct;ve whole 
language titerature. These included: 1) the importance of 
activating interest prior to reading, 2) the value of 
individually audio-taping students as they read aloud, 3) the 
benefits of having students verbally summarize text, and 4) 
the significance of students being able to predict future 
events after reading a portion of a story (Adams, 1990; 
Altwerger et aI., 1987; Goodman, 1986, 1989; Smith, 1971). 
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The pilot study for the RIPS instrument was conducted to 
establish its face validity and to improve the items, format, 
and scoring information. Input from the pilot study 
participants was useful in making revisions and arriving at the 
design of the final RIPS instrument. The goal of the pilot 
process was to validate the RIPS items and create a final 
instrument with which to measure reading instructional 
practices that would discriminate between those teachers who 
use a skills/phonics approach and those who provide more 
intergrated instruction within the context of real literature. 
The researcher used a statistical test of internal consistency 
(Cronbach Alpha) and an item analysis to examine the teacher 
responses to the pilot survey. 
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Raw scores on the pilot surveys ranged from 29 to 56 
(see Table 1). All but three of the ten lowest survey scores 
were recorded for teachers who believed they use whole 
language instructional practices either most of the time, or in 
equal combination with phonics and skill-oriented approaches. 
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Table 1 
RIPS eilQt Qata Baw SC~U:~S 
Survey # to. Score Method Category 
1 1824 29 2 (Combination) 
2 9568 32 3 (Whole Lang.) 
3 9900 35 2 (Combination) 
4 8686 35 3 (Whole Lang.) 
5 2638 3S 1 (Phonics) 
6 3284 35 2 (Combination) 
7 8882 36 2 (Combination) 
8 0066 36 1 (Phonics) 
9 4453 36 1 (Phonics) 
10 1640 37 2 (Combination) 
11 0560 38 1 (Phonics) 
12 0002 39 1 (Phonics) 
13 5046 39 1 (Phonics) 
14 6757 41 1 (Phonics) 
15 2992 41 1 (Phonics) 
16 5683 42 1 (Phonics) 
17 0003 42 1 (Phonics) 
18 2453 42 1 (Phonics) 
19 1190 42 1 (Phonics) 
20 3608 43 3 (Whole Lang.) 
21 5084 43 3 (Whole Lang.) 
22 8694 44 1 (Phonics) 
23 0001 45 1 (Phonics) 
24 1460 45 1 (Phonics) 
25 9907 45 1 (Phonics) 
26 0004 47 1 (Phonics) 
27 0005 56 1 (Phonics) 
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Results from the 27 pilot surveys indicated that there 
was a significant relationship (p = .013) between the pilot 
survey scores and the self-report of primary instructional 
practices used by the teachers. A raw score wa~ determined 
for each survey by adding together the respondent's total 
numerical item scores. Scores for all whole language items 
(numbers 5,6,7,8,10,12, 16,20,22,and 23) were programatically 
inverted to create a scoring system where the highest scores 
indicated the most skill-oriented teachers and the lowest 
scores represented more whole language practitioners. For 
example, a teacher may have responded with a 1/3" for item #5 
indicating that skipping a word is an instructional practice she 
encourages on a daily basis. However, her survey score for 
that same item would have been recorded as a "0" because 
skipping a word is a validated whole language construct. 
A one-way ANOVA of pilot survey scores and teachers' 
self-reported instructional practices (see Table 2) found a 
correlation probability of .013 (F = 5.241, df = 2, 24, P < .05). 
This indicated that the pilot RIPS instrument did discriminate 
between mean scores of teachers who described their primary 
instructional methods differently. 
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Table 2 
Analysis of Variance for Pilot Scores and Teachers' Reported 
Practices 
Source E 
Method 2 
24 
237.106 118.553 5.241 .013 
error (542.89) (22.621) 
Since the pilot data indicated some overlap between the 
combination and whole language categories, a correlational 
analysis of raw scores on the RIPS and TORP was conducted for 
the actual study. 
An item analysis of the pilot survey indicated that of the 
ten RiPS items which were intended to indicate a whole 
language practice, all but two had a mean score of less than 1 
on the 0 to 3 scale. Since the lowest scores on the RIPS were 
intended to indicate whole language practitioners, these mean 
scores supported the internal validity of the instrument. 
The actual mean scores for the whole language survey 
items ranged from .259 to .852. Only two whole language 
items (numbers 5 and 10) had a mean score of greater than 1.0. 
Of the fifteen RIPS items which were intended to 
indicate a phonics or skill-oriented practice, all but three had 
a mean score above a 2.0 on the scale of 0 to 3. Again, since 
the largest scores were intended to indicate phonics/skills 
practitioners, these figures supported the internal validity of 
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the RIPS instrument. Mean scores for the phonics survey items 
(numbers 1,3,4,9,11,14, 15,17,19,21,24,25) ranged from 2.148 
to 2.778. Only items number 2, 13, and 18 had mean scores 
lower than 2.0. 
Procedures for Administration of Instruments 
For the main study, all '04 elementary principals in 
Duval County were sent a memorandum (see Appendix I) 
requesting that they distribute the enclosed explanation 
letters, consent forms, and TORP surveys to each of their basic 
first grade teachers. These teachers represented a pool of 450 
possible participants. As a secondary attempt to obtain 
i 
additional participants for the study, the memorandum to the 
principals was followed, three weeks later, by a similar letter 
(see Appendix J) which was sent to the first grade chairperson 
at the 45 largest schools in the district. 
Finally, a direct invitation to participate (see Appendix 
F) was sent to each of the remaining first grade teachers who 
had not previously returned a signed consent form and survey. 
This study's total sample consisted of the 102 individuals 
from 54 schools who signed consent forms and returned both 
surveys by the deadline date. 
There are some factors which may have affected the 
number of participants. For example, many teachers replied in 
writing that they were reluctant to be observed by an unknown 
researcher. Some individuals questioned whether the results 
of their surveys would be kept confidential. Also, the 
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continuing debate over which is "best" in regards to phonies vs. 
whole language may have kept some potential participants 
from wanting to justify their methods. 
The Reading Instruction Practices Surveys (RIPS) were 
then distributed to each of the 1 02 study participants who had 
signed consent forms and completed the TORP survey. 
Completed RIPS were then returned to the researcher via 
inter-school mail. 
Survey participants were asked to indicate the frequency 
with which they use 25 specific instructional practices. As 
with the TORP, certain items on the RIPS instrument were 
scored on an inverted scale, allowing the lowest raw scores to 
indicate individuals who use mostly whole language-type 
practices, and the higher scores to indicate those teachers 
who use instructional practices which focus more on phonics 
and decoding skills. Raw scores were then calculated for each 
RIPS survey. 
The final element of data gathering in the main study 
included an effort to check the accuracy with which the study 
participants reported their instructional practices. To do this, 
a random sample representing 1 0% of the total study teachers 
was observed while teaching reading. Each of the completed 
RIPS instruments was numbered as it was received to 
determine the random teachers who would be observed. A 
random number table was then used to select the observation 
sample. 
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The eleven sample teachers, from eleven different 
schools, were contacted by phone and arrangments were made 
for the researcher to visit their classrooms at mutually agreed 
upon times. Thirty-minute observations were conducted to 
determine how many of the instructional practices, which the 
teachers reported using on their RIPS, were actually visible 
during the researcher's classroom visits. 
A researcher-designed classroom observation checklist 
(see Appendix D) was used to record the observed teacher 
practices. The classroom observation checklist was designed 
to parallel and document each of the 25 RIPS instructional 
practices. Reading instruction practices were checked only if 
observed during the researcher's one time classroom 
observation. Results of these observations indicated that 48% 
of all the instructional practices reported as "used daily" and 
"used frequently," were actually observed by the researcher. 
Statistical Analysis 
Descriptive statistics describing the percentage of 
teachers using each of the 25 RIPS instructional practices 
were calculated. Means, medians, modes, standard deviations, 
and ranges of raw scores were also examined for each survey 
item. 
The first four research questions which concerned the 
theoretical orientations held by the study participants, the 
percentage of teachers using particular instructional 
practices, the percentage of participants using mostly 
phonics/skills methods, and the percentage of participants 
using mostly whole language methods were determined by 
TORP and RIPS raw scores and reported through descriptive 
statistics. 
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The correlational research question regarding the 
relationship between first grade teachers' theoretical 
orientations to reading and their daily instructional practices 
was examined through the use of a nonparametric two-way 
chi-square statistical analysis, as well as a correlation 
coefficient. 
Summary 
The purpose of this study was to determine the 
theoretical orientations to reading held by a sample of first 
grade teachers and to examine the specific instructional 
practices they used when teaching children to read. The 
relationship between teachers' theoretical orientations and 
their classroom practices was then examined. 
This study utilized a correlational research design to 
assess the relationship between teachers' theoretical 
orientations and their instructional practices. The Theoretical 
Orientation to Reading Profile (TORP) was used to determine 
the sample teachers' theoretical orientation toward reading 
(DeFord, 1985). The Reading Instruction Practices Survey 
(RIPS), which was designed by the researcher, was employed to 
indicate the frequency with which teachers used 25 specific 
reading instruction practices. Descriptive statistics were 
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calculated on a/l theoretical orientations and instructional 
methods. An analysis of variance and a correlational analysis 
were completed to examine the relationship between 
orientations and practices. 
The results of the study and an analysis of the data are 
presented in Chapter IV. The individual research questions and 
findings are discussed. 
CHAPTER IV 
RESULTS OF THE STUDY 
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This study examined the theoretical orientations to 
reading held by a sample of first grade teachers, as well as the 
specific instructional methods they use to teach children to 
read. Two self-reported survey instruments were used to 
collect quantitative and demographic data from the sample. 
Chapter IV will present the data which refers to each of the 
individual research questions and explanations of each 
statistical test. 
Research Questions 
Question 1 
1) Question: What are the sample teachers' theoretical 
orientations toward reading ? 
The TORP surveys were scored by the researcher 
according to DeFord's printed scoring procedures and total raw 
scores were determined for each participant (DeFord, 1985). 
These scores indicated a general theoretical orientation to 
reading for each of the respondents. Raw scores were used to 
determine one of three theoretical categories (phonics, 
combination, whole language) to which each respondent would 
be assigned. Scores ranged from 42 to 11 0 with the mean 
score being 72.8 . 
A frequency distribution of all TORP scores showed there 
were 23 participants, (22.5% of the study sample), who scored 
in the 0-65 range which indicated a phonics orientation. The 
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remaining 79 participants, (77.5% of the sample), scored in 
the 65-110 range which DeFord terms a skills orientation. For 
the purpose of this study, these individuals were categorized 
as "combination teachers." None of the study's participants 
scored in the 111 -1 40 range which indicates a whole language 
orientation as shown in Tables 3 and 4. 
Table 3 
Theoretical Orientations to Reading Profile (TORP) Scores 
Score n Percent Cum Percent 
42 1 1.0 1.0 
50 3 2.9 3.9 
52 1 1.0 4.9 
53 2 2.1 6.9 
54 1 1.0 7.8 
57 5 4.9 12.7 
58 2 2.0 14.7 
59 2 2.0 16.7 
60 1 1.0 17.6 
61 2 2.0 19.6 
63 1 1.0 20.6 
64 1 1.0 21.6 
65 1 1.0 22.5 
66 5 4.9 27.5 
67 5 4.9 32.4 
68 3 2.9 35.3 
69 3 2.9 38.2 
70 8 7.8 46.1 
71 2 2.0 48.0 
72 4 3.9 52.0 
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Table 3 cont. 
Score n Percent Cum Percent 
73 4 3.9 55.9 
74 3 2.9 58.8 
75 3 2.9 61.8 
76 5 4.9 66.7 
77 3 2.9 69.6 
78 2 2.0 71.6 
79 2 2.0 73.5 
80 2 2.0 75.5 
81 1 1.0 76.5 
82 2 2.0 78.4 
83 2 2.0 80.4 
84 2 2.0 82.4 
85 1 1.0 83.3 
86 2 2.0 85.3 
87 1 1.0 86.3 
88 2 2.0 88.2 
89 3 2.9 91.2 
90 1 1.0 92.2 
91 1 1.0 93.1 
95 1 1.0 94.1 
96 2 2.0 96.1 
97 1 1.0 97.1 
103 2 2.0 99.0 
110 1 1.0 100.0 
M SQ Median Mode Variance 
72.88 12.74 72. 70 162.34 
Table 4 
Theoretical Orientations to Reading (TORP) Categories 
Category 
Phonics 
Combination 
Question 2 
Value 
1 
2 
n 
23 
79 
Percent 
(22.5) 
(77.5) 
2) Question: What are the reading instruction practices 
currently being used by the sample first grade teachers? 
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A frequency distribution was used to array the scores on 
the RIPS instrument. Raw scores ranged from 21 to 52, with 
the mean score being 39.6 (see Table 5). Scores below 38 
indicated the use of a preponderance of whole language-type 
instructional practices. Participants scoring in the 39 to 46 
range were categorized as combination teachers, while scores 
in the 47 to 56 range were indicative of teachers who use 
phonics and isolated skills methods as their primary means of 
reading instruction. 
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Table 5 
R~adiDg Instruction Practic~~ Surve~ (RIPS} SCQr~s 
Score n Percent Cum Percent 
21 1 1.0 1.0 
23 1 1.0 2.0 
27 1 1.0 2.9 
28 1 1.0 3.9 
29 2 2.0 5.9 
30 1 1.0 6.9 
31 2 2.0 8.8 
33 1 1.0 9.8 
34 7 6.9 16.7 
35 5 4.9 21.6 
36 7 6.9 28.4 
37 2 2.0 30.4 
38 14 13.7 44.1 
39 7 6.9 51.0 
40 4 3.9 54.9 
41 6 5.9 60.8 
42 10 9.8 70.6 
43 5 4.9 75.5 
44 3 2.9 78.4 
45 8 7.8 86.3 
46 4 3.9 90.2 
47 2 2.0 92.2 
48 2 2.0 94.1 
50 2 2.0 96.1 
51 3 2.9 99.0 
52 1 1.0 100.0 
Table 5 cont. 
Median Mode Variance 
39.58 5.87 39 38 34.50 
Question 3 
3) Question: What percentage of sample teachers is 
providing reading instruction which is considered skills-
oriented? 
Question 4 
4) Question: What percentage of sample teachers is 
using reading instructional methods which are considered 
whole language in nature? 
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The frequency distribution of RIPS scores showed 1 0 
study participants (9.8% of the sample) scored in the phonics 
range. Forty-seven study participants (46.1 % of the sample) 
scored in the combination range, and the other 45 (44.1 % of the 
sample) scored in the whole language category range. Table 6 
indicates the percentage of individuals who scored in each of 
the three instructional categories. 
Table 6 
Reading Instruction Practices Survey (RIPS) Categories 
Category Value 
Phonics 1 
Combination 2 
Whole Language 3 
Question 5 
n 
10 
47 
45 
Percent 
(9.8) 
(46.1 ) 
(44.1 ) 
5) Question: How do the sample first grade teachers' 
theoretical orientations toward reading relate to their daily 
instructional practices? 
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Participants' TORP orientations were matched to their 
RIPS instructional category and analyzed by means of a two-
way Chi-Square statistical comparison (see Table 7). Results 
of this test indicated there was no significant relationship at 
the .05 level of confidence between study participants' 
theoretical orientations to reading, as measured by their TORP 
survey, and their classroom practices, as measured by their 
RIPS questionnaire (X = 4.63, df = 2, P = .099). 
In simplest terms, the two-way Chi-Square determined 
whether an observed frequency (the number of times a survey 
category occurred) was different than the set of frequencies 
which might be expected to occur by chance (Hale,1990). 
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Table 7 
Two-Way Chi Square Test of RIPS Category and TORP Category 
TORP CATEGORY 
Phonics Combination Total 
SIPS CATEGORY 
Phonics 4 6 10(9.8) 
Combination 13 34 47 (46.1) 
Whole Language 6 39 45 (44.1) 
Total 23 (22.5) 79 (77.5) 
Chi-Square Value 
Pearson 4.63 2 .099 
A correlational analysis of raw scores on the TORP and 
RIPS surveys was computed to further examine the 
relationship between theoretical orientations and 
instructional practices and a moderate correlation was 
present. Results of this analysis appear in Table 8. 
Table 8 
Correlation Coefficients of RIPS and TORP Raw Scores 
RIPS TORP 
RIPS 1.00 .465 
(102) (102) 
W=·OOO) (Q=.OOO) 
TORP .465 1.00 
(102) (102) 
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This test indicated a moderate negative correlation that 
individuals who scored high on the TORP (whole language 
oriented) did, in fact, score Iowan the RIPS instrument (whole 
language practices) and vise versa. The negativ~ correlation 
was expected since the two instruments were exactly 
inverted. High scores on the TORP indicated whole language 
orientations and low scores on the RIPS represented whole 
language practices. Low scores on the TORP indicated 
phonics/skills orientations and high scores on the RIPS 
represented phonics practices. 
Since the RiPS instrument did not clearly discriminate 
between all three instructional categories (combination and 
whole language groups overlapped), the raw score correlational 
analysis is probably a better indication of a relationship 
between theoretical orientations and classroom practices. 
Results from the RIPS instrument indicated the reading 
instruction practices which were used most frequently. 
Slighty over 71 percent of all study participants reported an 
allowance for free-reading time on a daily basis. Nearly 66 
percent of all respondents reported placing an emphasis on the 
sounds particular letters make on a daily basis. Almost 59 
percent of all study participants reported the use of 
consumable workbooks on a daily basis. Almost 56 percent of 
the study participants reported activating student interest 
prior to a reading experience as a daily classroom practice. 
Also, 54.9 percent of all study participants reported 
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instructing children to "sound-out" unfamiliar words on a daily 
basis. 
The RIPS instrument results also indicated that the 
classroom practices which were least used. 45.1. percent of 
the sample teachers reported never recording students reading 
aloud. 29.4 percent of the sample teachers reported never 
having students label the grammatical parts of a sentence. 
22.5 percent of the sample teachers reporteri never 
emphasizing root words. Also, 19.6 percent of all sample 
teachers reported they never instructed children to skip a 
word with which they are unfamiliar. A complete listing of all 
RIPS instructional practices and the frequency with which 
teachers reported their use appears in Table 9. 
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Table 9 
Instructional Practices and Frequency of Use 
Practice Daily Frequently Occasionally Never 
Students allowed free- 71.6% 20.6% 7.8% 
reading time 
Emphasize letter sounds 65.7% 31.4% 2.9% 
Use skill workbooks 58.8% 29.4% 8.8% 2.9% 
Activate interest prior 59.8% 34.3% 4.9% 1.0% 
to reading 
Use context clues 55.9% 34.3% 9.8% 
"Sound-out" words 54.9% 34.3% a.SOh 2.0% 
Teach pronunciation rules 52.9% 34.3% 9.8% 2.9% 
Establish a purpose for 51.0% 38.2% 7.8% 2.9% 
readi~ 
Rerea incorrect words 50.0% 37.3% 12.7% 
Em~hasize graphemic base 49.0% 42.2% 7.8% 1.0% 
Ma e predictions from text 47.1% 49.0% 3.9% 
Teach individual words 47.1% 36.3% 13.7% 2.9% 
Verbally summarize 45.1% 48.0% 6.9% 
after reading 
45.1% 45.1% 8.8% Assess reading fluency 
Recall detail Information 38.2% 53.9% 7.8% 
Note punctuation marks 35.3% 42.2% 17.6% 4.9% 
Check for peneral under- 34.3% 50.0% 12.7% 2.9% 
standing 0 passages 
Look at surrounding words 32.4% 45.1% 17.6% 4.9% 
to gain meaning 
Correct miscues when 29.4% 34.3% 32.4% 3.9% 
students read aloud 
Emphasize root words 21.6% 23.5% 32.4% 22.5% 
Ski~ unfamiliar words 18.6% 30.4% 31.4% 19.6% 
Ma e vocabulary lists 10.8% 37.3% 34.3% 17.6% 
Label ~rammatlcal 3.9% 23.5% 43.1% 29.4% 
¥arts 0 sentences 
ape record students 2.0% 13.7% 39.2% 45.1% 
reading aloud 
Demographic data obtained from the RIPS instrument 
indicated that more than one-third (35.3%) of the sample 
teachers had less than four years of first grade teaching 
experience. Over 28 percent of the sample teachers had 
between four and eight years of first grade teaching 
experience. Nearly 1 4 percent of the sample had taught first 
grade for between nine and twelve years, while the remaining 
22.5 percent had taught first grade for more than thirteen 
years. 
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The data pertaining to total years of teaching experience 
indicated that more than half of the entire sample of teachers 
(54.9%) had spent more than thirteen years in the teaching 
profession. The remaining three categories of teaching 
experience; zero to three years (13.7%), four to eight years 
(15.7%), and nine to twelve years (15.7%) were divided rather 
equally throughout the sample. Almost 75 percent of the 
sample teachers held a bachelor's degree, while 25.5% had 
masters degrees. 
More than 68 percent of the sample reported they had 
taken a college level reading class within the past five years, 
11.8% reported they had taken such a class within the past 
year, and 5.9% reported they had completed this coursework 
within the past six months. 
With regard to attending reading workshops and/or 
inservice training, nearly eighty percent (79.4%) of the study 
sample reported receiving such training within the past twelve 
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months. Also, it had been more than five years since attending 
this type of training for only 6.9% of the sample. Slightly 
overl 3 percent of the sample had not attended a reading 
workshop during the past five years, while exac~ly half of the 
entire sample of teachers (50.0%) had participated in some 
form of reading training within just the past six months . 
The final survey item on the RIPS instrument asked 
participants' for their opinion as to why they choose to use a 
majority of either skill-oriented or whoie language methods. 
These narrative responses indicated that nearly 30% of the 
sample teachers felt they used mostly skill-oriented/phonics 
methods, 8.2% of the sample teachers believed they used 
mostly whole language approaches, and almost 40% of the 
sample teachers responded that they used a combination of 
instructional methods. The 21 remaining teachers either did 
not respond to the question or did not indicate any specific 
methods of instruction. 
The most common reasons given for using a majority of 
skills-oriented practices were: (a) A belief that skill-based 
instruction is more effective with beginning readers; (b) 
teacher comfort with the use of methods they were trained to 
use; (c) a desire to prepare students for performance on a 
standardized test (eTBS); (d) a belief that decoding skills 
establish the foundation upon which whole language activities 
can be conducted; (e) prior experience with teaching children 
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to read through a phonics approach; and (f) a belief that 
providing children with decoding skills enables them to sound 
out any unfamiliar word they encounter. 
Teachers who indicated they employed a n:'ajority of 
whole language instructional methods responded that they felt 
this approach provided a more well-rounded program of 
instruction and thereby addressed a wider variety of children's 
needs. Other sample teachers wrote that: (a) whole language is 
a more natural approach to combining reading and language; (b) 
students find whole language activities more exciting; (c) this 
approach fosters more motivation for independent reading; (d) 
it is important to present skms in meaningful context; and (e) 
whole language activities lead to increased comprehension. 
Many of the sample first grade teachers responded to the 
final survey question by stating they felt they used a 
combination of both skill-oriented and whole language-type 
instructional methods. The reasons most commonly given for 
this combination of approaches were: (a) an increased 
probability of meeting various student learning styles; (b) a 
"best of both worlds" or compromise philosophy; and (c) a 
desire to give children not only the tools needed to decode new 
words but a love for reading as a lifelong activity, as well. 
The researcher observed the classroom reading 
instruction of 1 0% of the teachers participating in the study. 
By using a classroom observation checklist which was 
specially designed to coincide with the RIPS survey items (see 
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Appendix D), the researcher found that 48% of the instructional 
practices which were reported by the sample teachers as 
either being used on a "daily" or "frequent" basis were actually 
observed during the 30 minute classroom visits. 
The most commonly observed instructional practices 
during these classroom visits were: (a) the use of skills 
workbooks; (b) opportunities for individual free reading; (c) 
the building of vocabulary through word charts; (d) efforts to 
have children "sound out" unfamiliar words; (e) and the 
questioning of students on specific information which had 
previously been read. 
Summary 
This study was conducted to examine the theoretical 
orientations and instructional practices of a sample of first 
grade reading teachers in Duval County Florida. Each of the 
five research questions was presented along with its 
appropriate data. 
A two-way chi square test was used to examine the mean 
differences among sample teachers' theoretical orientations 
and classroom practices. Raw scores from the TORP and RIPS 
instruments were used to categorize teachers as to their 
theoretical orientation and classroom methods. This analysis 
indicated no significant relationship at the .05 level between 
teachers' TORP categories and RIPS categories. 
A Pearson product-moment correlation analysis of 
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teachers' raw scores on the TORP and RIPS instruments, 
however, did indicate a moderate negative relationship of r = 
-.46 ( D < .0005). These data indicated that, although teachers 
did not always fall clearly into a specific instructional 
category (phonics, combination, or whole language), there was 
a moderate probabilty that a teacher who had a low raw score 
on the TORP survey would have a high raw score the RIPS 
instrument and vise versa. Since low scores on the TORP 
indicated phonics-oriented teachers, and high scores on the 
RIPS indicated a majority of phonics instructional methods, 
the correlation data allows that we can assume at least a 
moderate relationship between one's orientation and classroom 
practices. In the same manner, the negative correlational 
coefficient supports the probabilty that high TORP scores, 
which were indicative of whole language-oriented teachers, 
could be related to low RIPS scores, which would have 
indicated a majority of whole language instructional methods. 
Of particular importance is the fact that no sample 
teachers in this study had TORP scores which placed them 
completely within the whole language orientation category. 
The vast majority of sample teachers (77.s%), however, had 
TORP scores which indicated a mixture or combination of 
theoretical beliefs. These findings are supportive of recent 
reading research which indicates a decline in the phonics vs. 
whole language "either or" controversy {Adams, 1990; Adams, 
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et al. , 1991; Carbo, 1995; Goodman, 1989). 
A frequency distribution found that the most often used 
methods of reading instruction included allowing for 
independent free-reading, emphasizing the soun~s of particular 
letters, the use of consumable skill workbooks, activation of 
student interest prior to reading passages, and efforts to have 
students IIsound-out" unfamiliar words. 
Chapter V contains an overview of this study and how it 
pertains to prior reading research. Limitations of this 
research design and recommendations are also presented. 
CHAPTER V 
DISCUSSION 
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This study examined the methods being used to teach 
reading at the first grade level in a large urban school district. 
The relationship between teachers' theoretical orientations 
and classroom instructional practices was also explored. This 
study was undertaken to identify the specific instructional 
practices which were being used by the participants, and to 
add to the area of reading research which examines the 
relationship between a teacher's theoretical beliefs and his or 
her instructional practices. 
Self-completed surveys were used to gather data. 
Descriptive statistics and researcher observations were used 
to report classroom practices. A two-way chi-square and a 
correlation analysis were computed to examine the 
relationship between theoretical orientations and classroom 
practices. 
Background for the Study 
An important theoretical foundation for this study was 
the concept that an individual's actions are in some ways 
indicative of beliefs. Teachers' actions, one might say, allow 
us to make inferences as to their theoretical beliefs about 
good teaching, how children learn, and the purposes for 
education (Goodman, 1989). If one views a teacher's 
theoretical orientation as an element of their overall belief 
system, it can then serve as a filter for how they perceive, 
understand, and act in terms of their classroom practices 
(DeFord, 1985). 
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There exists a great deal of research which reports on 
the relationship between teachers' beliefs and their practices 
(e.g., Hoffman, 1991; Kamil & Pearson, 1979; Richardson, et 
al. , 1991; Ross, 1979). There are also numerous studies 
concerning the influence of classroom instruction on learning 
to read (e.g., Adams, 1990; Barr, 1974; Bond & Dykstra, 1967; 
Chall, 1967; Mitchell, 1980). 
Researchers have found that a large amount of individual 
reading is one of the most vital activities needed to improve 
students' general reading ability and reading test scores 
(Krashen, 1993). Studies have also found that providing 
language instruction which is built around reading and 
discussions about that reading, as well as phonics and 
decoding skills instruction, presents the most comprehensive 
approach to beginning reading instruction (Palincsar & Klenk, 
1991 ). 
Conclusions 
The results of this study indicated that nearly a quarter 
of the sample first grade teachers who participated in the 
study held a phonics or skills-based theoretical orientation to 
reading. The remaining three quarters of this study's sample 
had a theoretical orientation which was not entirely whole 
language nor skills- focused, but rather a combination of the 
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two. This data would support previous findings that the 
majority of reading theories fall within the two extreme 
positions (Harste & Burke, 1977) and is indicative of Adams' et 
al. (1 991) contention that both phonics and liter~ture-based 
whole language instruction are commonly found in combination 
with one another. 
In this study, none of the participants had a score on 
DeFord's Theoretical Orientation to Reading Profile (TORP) 
instrument that would have categorized them as a 
predominately whole language oriented teacher. In fact, there 
were only two individuals who scored even close to the raw 
cut-off score of 1 11 on the TORP which would have indicated a 
whole language orientation. Those scores were a 1 1 0 and a 
103 respectively. 
A common view of reading instruction is to think of the 
various approaches as falling along a continuum from focusing 
primarily on phonics, decoding skills and words in isolation at 
one end, to a more literature-based emersion of students in a 
print-rich environment at the other. As we have seen, many 
reading experts now conclude that the most effective 
programs of reading instruction fall somewhere around the 
middle of this continuum (Adams & Bruck,1995; Pressley et aI., 
1995; Stahl, 1990). In view of these recommendations, the 
data from this study, which indicate a preponderance of 
"combination II methods, is encouraging. 
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As with the findings of Feng's 1992 research, nearly a 
quarter of the teachers in this study reported that they held a 
phonics or word recognition skills orientation toward reading. 
However, upon examining their actual classroom practices, it 
was found that the methods these teachers use during reading 
instruction were by no means void of whole language-type 
activities. 
Narrative responses to the Luciano Reading Instructional 
Practices survey (RIPS), as well as the classroom observations 
conducted by the researcher, indicate that many of the sample 
teachers were using instructional methods that the literature 
categorizes as "whole language" (Adams & Bruck, 1995; 
Goodman, 1986), but which they themselves did not consider to 
be of a whole language nature. 
Significant Findings and Limitations 
The idea of conscious decision-making as a connection 
between teacher beliefs and instructional practices is vital to 
the importance of this study. Again, previous studies have 
yielded conflicting results (e.g. DeFord, 1 981; Kamil & Pearson, 
1979; Martoncik, 1981). Consistent with the research findings 
of Duffy (1981) and Hoffman & Kugle (1982), the results of 
this study found a lack of significant correlation at the .05 
level between teachers' theoretical orientations and their 
specific classroom practices when their survey scores are 
used to categorize them as either "phonics users" or "whole 
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language practitioners." However, when survey raw scores 
were compared, using a Pearson product-moment correlational 
analysis, a moderate relationship was evident. 
The sample size for this particular study. was not 
extensive, and for many educators, there still exists a great 
deal of confusion as to a clear definition of what actually 
constitutes a "whole language" instructional approach 
(McKenna, et aI., 1990). 
The true extent to which teachers' classroom practices 
are influenced by their theoretical orientations has been 
difficult to determine (DeFord, 1985). One must always 
consider this study's findings in light of the concern over the 
difficulty of accurately assessing a person's beliefs through 
the use of a self-reported pencil and paper survey. 
Even though DeFord's (1985) TORP instrument, as well as 
the Propositions about Reading Instruction Inventory (PRI) , 
have both proven to be reliable tools for assessing teacher 
beliefs (Duffy & Metheny, 1979), an ethnographic interview 
technique may have developed a more comprehensive picture of 
teachers' core beliefs about reading instruction. 
Common Instructional Practices 
There are a variety of instructional methods being used 
to teach reading at the first grade level in the Duval County 
School District. There are, however, some common practices 
which are used most frequently. The most often used methods 
include allowing time for student free-reading with nearly 
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two thirds of all teachers reporting this practice on a daily 
basis. Also, sixty-six percent of all study participants 
reported teaching their students the sounds that specific 
letters make and the use of a consumable skills ~orkbook was 
used on a daily basis by sixty percent of all surveyed teachers. 
The activation of student interest prior to reading a passage 
was used by nearly sixty percent of all teachers as a daily 
practice. 
In addition, more than half of all surveyed teachers 
reported teaching children to "sound out" unfamiliar words on a 
daily basis, and the same number of teachers also reported 
teaching children to use context clues to determine the 
meaning of unfamiliar words, 
The scores from the RIPS indicate that only a small 
percentage of the teachers in the study sample provide reading 
instruction which would be considered predominantly skill-
oriented. Nearly half of the remaining sample teachers use a 
clear combination of instructional practices or a significant 
amount of whole language instructional methods which 
included some decoding skills. 
The large percentage (79%) of sample teachers in this 
study who were categorized as having a "mixed" theoretical 
orientation is consistent with earlier research findings that 
indicate it is no longer accurate to describe individuals as 
having clearly defined systems of opposing beliefs concerning 
reading instruction (Carbo, 1995; Goodman, 1989). On the 
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basis of this study's findings, it appears that even those 
teachers who claim to be providing "phonics-based instruction" 
almost invariably recognize the value of some whole language-
type activities for their students. 
As is the case with any study which uses self-reported, 
paper and pencil survey data, the accuracy of the participant's 
responses can always be questioned. This measurement . 
problem is addressed by Hoffman and Kugle (1982) when they 
suggest: 
It would be easy to conclude that for most teachers there 
is no strong relationship between teacher beliefs and 
teacher behaviors. It would be even more reasonable, 
based on the findings of our focused interviews, 
however, to bring to question the notion that we can 
[accurately] assess beliefs through a paper-and-pencil 
type task (p. 6). 
In the case of this study, ten percent of the sample 
teachers were randomly selected to be observed in order to 
verify participant's self-reported data. With this in mind, one 
must realize that this study focused solely on the behaviors of 
teachers during reading instruction. A further limitation of 
this study is that it does not attempt to gather data 
concerning what is happening during reading instruction from 
the students' perspective. 
One must also realize that a limitation of this study is 
its reliance on the quantitative research paradigm. While this 
methodology is viewed as "clean" and easily interpreted, the 
multi-dimensional phenomenon that is teaching can hardly be 
accurately viewed through only one lens of understanding. 
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It is common for different people to have yery different 
understandings of what a "whole language approach" entails. 
Due to the various interpretations of what exactly constitutes 
a whole language orientation, some educators have called into 
question the validity of the TORP survey as an accurate 
assessment tool (Linek, 1992). 
Keeping in mind that "whole language" methods of 
instruction often include some degree of what is thought of as 
"traditional" practices (e.g., the introduction of new vocabulary 
and the activation of interest prior to reading, requests to 
recall specific information after reading a story, and the use 
of context clues to determine word meaning), the data from 
this study supports the research findings cited by Feitelson 
(1988). It appears that extreme positions on reading 
instruction are becoming far less common than in previous 
decades. The lack of a consistent definition within the sample 
of teachers of what constitutes a "whole language" 
instructional practice was, quite possibly, the single most 
significant limitation to this study. 
Recommendations and Implications 
Although, in this study, thirty-minute random classroom 
observations of ten percent of the sample found nearly half of 
the teacher reported practices being used, follow-up 
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interviews would be recommended in subsequent examinations 
in this area. Most elementary schools provide reading-related 
instruction for several hours per day. The researcher, in this 
study, observed only a fraction of this instructiC?n and relied 
solely on the participants TORP scores to identify their beliefs 
about reading. 
The findings of this study indicate that professional 
development opportunities which expose participants to a 
broader interpretation of what "whole language" instruction 
entails would be strongly recommended. It would seem that 
many of the first grade teachers involved in this study would 
be surprised to learn that the many whole language 
practitioners provide ample instruction in decoding skills and 
literal comprehension activities. 
It might be interesting to conduct a similar study with 
the kindergarten teachers in the same school district in an 
effort to make comparisons between the two grade levels. We 
know that most children receive their very first formal 
reading instruction, or "pre-readiness" instruction, prior to 
beginning first grade. This instruction typically entails letter 
identification, letter/sound relationships, reading aloud to 
children, and some sight word vocabulary building. However, 
one might find that these activities vary depending upon the 
kindergarten teacher's theoretical orientation toward reading. 
We know, for example, that kindergarten teachers frequently 
use storybooks to encourage the emergence of literacy in young 
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children even before they have mastered phonics (Booth, 1989). 
This study found that fifty-six percent of the sample 
teachers were using a "phonics plus" approach to teaching 
children to read. The sounds represented by lett.ers and letter 
combinations were being emphasized, and a great deal of 
enjoyable free-reading time was being provided. Although 
many teachers had clear phonics orientations toward reading, 
more than three-quarters of the sample teachers had mixed 
beliefs about how children learn to read and how reading 
should be taught. 
Though individual RIPS scores did not always categorize 
teachers as clearly using a majority of whole language 
methods or a variety of phonics and whole language practicesf 
a moderate relationship of r= .46 was evident when raw scores 
on the TORP and RIPS instruments were compared by a 
correlational analysis. In short, broad generalizations could be 
inferred about teachers' methods based upon their theoretical 
orientation, but an assumption of their specific instructional 
practices would not be possible. 
It is recommended that replications of this study include 
the addition of personal interviews to determine teachers' 
core beliefs. Also, a similar study which utilizes the TORP to 
categorize teachers' theoretical orientations, in conjuction 
with the Propositions about Reading Instruction Inventory 
(PRI), might prove valuable. It is suggested that future 
research on this topic include an analysis of student 
demographic data. 
Many people would agree that schools attempting to 
educate young children in 1997 face very real and significant 
obstacles. Their task is made more difficult by. the intrusion 
of edicts and expectations from outside agencies (Edelsky, 
1990). Teachers' success depends largely on the curriculum 
materials they use, the organizational structure under which 
they work, the leadership style of their immediate 
supervisors, and the financial resources that are available to 
their particular school (Calfee, et aI., 1988). Yet, none of 
these is as critical as the substance of the classroom 
instructional practices which are employed by individual 
teachers each and every day. 
Conclusion 
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This study gathered data from a self-selected sample of 
over one hundred first grade teachers who completed the TORP 
and RIPS survey instruments. Descriptive data was compiled 
concerning the frequency with which the sample teachers were 
using twenty-five different instructional practices. 
Encouraging students to engage in free-reading activities, 
explaining the sounds that letters represent, and teaching 
specific decoding strategies were among the most commonly 
employed instructional methods used by this sample of 
teachers. 
This study found that the sample teachers did not often 
fall clearly into a set category of theoretical orientation. 
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However, this study did indicate that teachers' raw scores on 
the TORP survey had a moderate correlation with their score 
on an instructional practices inventory (RIPS). The assumption 
may be made that the instructional methods use~ by teachers 
when teaching children to read, are manifestation of their 
theoretical orientations toward reading. 
Appendix A 
DUVAL COUNTY, FLORIDA 
1995/96 
LANGUAGE ARTS PHILOSOpHY 
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Elementary educators in Duval County believe that: 
1. The language arts-reading, writing, speaking, listening, thinking, and 
viewing-are mutually supportive, social, and interrelated processes. Therefore, a 
language arts program should be one that integrates all six areas. Enabling skills 
such as the ability to spell and to use formal grammar should be viewed as 
contributing to the six process areas rather than as being separate language arts. 
2. Language is at the heart of communication, and the student's ovm use of oral 
3. 
4. 
5. 
language in everyday situations should be the starting point for development of all 
other language arts skills. Students should be encouraged to enjoy the diversity, 
power, and artistry of language as a primary instrument of thought, a defining 
feature of culture; and a mark of personal identity. 
The language arts program should emphasize oral language - speaking and 
!!r 
listening - as the foundation of language arts and the most commonly used of the 
communication skills. An effective language arts program will encourage students 
to vary speech to match their purposes and circumstances. Therefore, students 
need opportunities to practice oral language in both formal and informal situations 
such as reading aloud, game playing, classroom presentations, and discussion 
within small groups. 
Explicit phonics instruction, which allows students to sound out words 
through an understanding of the relationship between spoken letters/words and 
their print symbols, should be completed by grade three. Explicit phoniCS should 
be taught through reading and writing experiences. 
In addition to phonics, children should learn other cueing systems such as 
looking at accompanying pictures or patterning the pronunciation of one word on 
the pronunciation of similarly spelled words in order to construct meaning out of 
written text. 
6. 
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Reading, writing, speaking, listening, and viewing should be modeled and 
practiced in familiar and meaningful contexts in order for students to develop 
iiteracy skills necessary to acquire knowledge, clarify thinking, perform tasks, and 
solve problems. 
7. A language arts program should include quality children's literature not only 
8. 
as a basis for language arts instruction but also as a source of pleasurable reading 
and a stimulus for students to reflect, to respond, to question, to create their own 
meaning from what they read, and to share their understanding with others. 
Content should be organized around broad, interdisciplinary themes with in-depth 
study of a limited number of selections representing multiple cultures and 
ethnicities. 
Writing activities and opportunities should be directly related to all reading 
selections so that students and teachers see reading and writing as mirrored, 
complementary, and spiraled processes. Beginning in kindergarten, writing should 
be integral to the program and taught as a powerful tool for thinking and a way to 
discover meaning, explore possibilities, reflect on experience, and exercise the 
imagination as well as a way to communicate with others. 
9. Comprehension should be the focus of reading instruction. Students should 
learn and practice self-monitoring and self-correction strategies in order to 
comprehend various texts at increasing levels of difficulty. 
10. Adults reading aloud to children and children reading independently should 
be emphasized aetivities in any language arts program. 
11. A student's background knowledge is essential to reading cqmprehension; 
therefore, prereading activities that supply or build on background knowledge 
should precede reading selections. 
12. Responsible citizenship in a democracy requires informed communication 
as well as effective use of language through a variety of media and technology. 
Since students are both citizens and consumers of media, a language arts program 
should address the skills and strategies necessary for them to deal effectively with 
television, film, radio, magazines, newspapers, art, graphics, and advertising,as 
well as computers and other technologies. 
Appendix 8 
The DeFord 
Theoretical Orientation To Reading 
Profile (fORP) 
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Survey instrument deleted, paper copy is available upon request.
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Survey instrument deleted, paper copy is available upon request.
Appendix C 
The Luciano 
Reading Instruction Practices Survey 
(R IPS) 
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Directions: Please respond to the following items as truthfully as possible. Fill-in the 
number which best describes the frequency with which you use each instructional 
strategy. . 
A score of o indicates a method that you ~ use. 
, indicates a method you use occasionally. 
2 indicates a method that you use freQuentlv. 
3 indicates a method that you use on a .daily basis. 
When teaching Reading, 
1. 
2. 
3. 
4. 
5. ----
6. -----
7. -----
8. ----
9. ----
10. -----
11. -----
How often do your students work from a consumable 
Reading skills workbook? 
Do your students develop their own list of vocabulary 
words, "word banks," or dictionary? 
How often are your students asked to read aloud 
individual words as a vocabulary building exercise? 
Do you teach children new words by emphasizing 
graphemic bases? For example, the base letters _at 
might be used to introduce words such as, "bat, cat, sat." 
When your students are reading, do you teach them to 
skip a word • if they are unsure of its meaning? 
Before having your students read, do you activate 
interest by eliciting previous background knowledge? 
Do you encourage students to use surrounding words as 
context dues to gather meaning? 
How often are your students provided with "free reading" 
time to read books or other materials of their choice? 
When listening to individual students reading aloud, do 
you correct their miscues as they read? 
How often do you record yoyr students reading aloud on a 
tape cassette to document reading progress? 
Do you ask your students to determine the general 
meaning of a passage? 
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o indicates a method that you ~ use. 
1 indicates an instructional method you use occasionally. 
2 indicates you use this method frequently. 
3 indicates a method that you use 11iilY. 
12. --- Do you teach your students to use pronunciation rules 
such as, "When two vowels go walking, the first one does 
the talking;" or nAn e at the end of a word, makes the 
first vowel say its name." 
13. --- How often do you have your students label the 
grammatical parts of a sentence such as the nouns, 
verbs, or predicate? 
14. ----- How often do you listen to students read out loud in 
order to assess their reading fluency? 
1 S. ----- When your students encounter a word they do not know, 
do you tell them to ..• "Sound it out?" 
16. ----- When your students encounter a word they do not know, 
do you tell them to ... "Look at the other words in 
the sentence for context clues?" 
17. ---- How often do you tell your students to pay attention to 
punctuation marks in order to better understand a 
passage? 
18. ----- When your students encounter a word they do not know, 
do you tell them to ... "Check for a root or base 
word?" 
19. ---- How often do your students complete indMdual Reading 
skj!! worksheets? 
20. ---- Before having your students read, do you establish a 
purpose for reading or ask for specific information to be 
obtained? 
21. ----- Do you have students reread a word or sentence when 
they are unsure of its meaning? 
22. ----- Do you have students recall and yerbally summarize what 
they have read? 
23. ---- Do you have students predict what may happen later in a 
story? 
24. 
25. 
o indicates a method that you ~ use. 
1 indicates an instructional method you use occasionally. 
2 indicates you use this method freQyently. 
3 indicates a method that you use ~. 
Do you teach your students the SOUnds made by spedfic 
combinations letters? 
How often do you question your students on spedfic 
information taken directly from a short passage? 
Please provide the last 4 digits of your Social Security number so that 
your 
survey can be matched to your first survey. 
26. How many years of experience do you have in First Grade? 
0-3 4 - 8 9 - 12 13 - More 
27. How many total years of experience do you have in teaching? 
o -3 4-8 9 - 12 13 - More 
28. What is the highest degree you hold? 
Bachelors Masters Specialist Doctorate 
29. How recently did you participate in a college level Reading class? 
Within the past: 
6 months 12 months 5 years Longer 
30. How recently have you attended a Reading workshop or in-service? 
Within the past: 
6 months 12 months 5 years Longer 
31 . Why do you think you use a majority of skill-Oriented or whole language 
practices? 
A survey instrument created by John A. Luciano (1996) 
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Appendix 0 
Reading Instructional Practices 
Classroom Observation Checklist 
Teacher's Name Date 
Instructional Practice 
Use of workbooks 
Vocabulary lists 
Read individual words aloud 
Emphasize graphemic base 
OK to skip a word 
Activate interest 
Use context dues 
Free reading 
Correct miscues 
Record reading aloud 
Pronunciation rules 
Determine general meaning 
Label grammatical parts 
Assess reading fluency 
Start Time 
Observed Practice Observed 
Sound it out 
Punctuation 
Root word 
Worksheets 
Set purpose 
Reread words _____ _ 
Verbal summary __ _ 
Predict events ____ _ 
Letter sounds ____ _ 
Request detail 
information 
Checklist developed by 
John A. Luciano (1996) 
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To: 
from: 
Appendix E 
MEMORANDUM 
Dr. John O. Gillispie 
General Director, Instructional Informatioh Services 
John A. Luciano 
Instructional Support, #93 
SUBJECT: REQUEST TO SURVEY TEACHERS 
Date: March 1 8, 1 996 
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As per the directions of your secretary, I am forwarding a copy of 
the pilot survey I hope to distribute to selected first grade teachers 
during the month of April. This study is being conducted as part of 
my doctoral dissertation at the University of North Florida. 
I will pilot the survey with approximately 25 to 35 teachers at 
schools from various parts of Duval County. I understand that I am 
to get the permission of each principal prior to distributing the 
survey. 
At the present time, the research design calls for all first grade 
teachers throughout the county to be anonymously surveyed in 
September of 1996 using my piloted instrument, as well as the TORP 
survey. This dissertation is being conducted under the direction of 
Dr. Bruce Gutknecht and Dr. Bill Herrold at UNF. Please feel free to 
contact me at Pinedale Elementary if your office requires any 
further information in regards to this study. Thank you. 
Copies: 
Dr. N. Snyder 
Dr. J. Thompson 
JAL 
Appendix F 
March, 1996 
Dear First Grade Teacher, 
In an effort to examine and report on the present classroom 
practices regarding reading instruction in the Duval County School 
System, I am asking for your assistance in completing the att~ched 
survey. This survey, along with a second questionaire, will be used 
to collect the data needed for the completion of my doctoral 
dissertation at the University of North Florida. 
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At no time will the results of this survey be used as an evaluation of 
your teaching ability. Indeed, the research design calls for your 
identity to remain anonymous except for a number which will be 
used to match your first survey to your second. My desire is simply 
to report on the percentage of teachers using particular methods of 
reading instruction and make some comparisons as to their 
philosophical beliefs about how reading ought to be taught. 
I greatly appreciate your time in completing this survey and will 
gladly share the results of this study with all those who may be 
interested. Thank you, in advance, for your assistance with this 
research. 
Sincerely, 
John A. Luciano 
Teacher Instructional Support 
Pinedale Elementary #93 
381-7492 
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Appendix G 
Reading Study Consent Form 
Yes, I agree to participate in this study. I under~tand that I 
will be asked to complete two brief surveys pertaining to my beliefs 
about reading instruction and my classroom reading instructional 
practices. I understand that individual surveys will remain 
confidential and that the results of this study can never be used in 
any form of professional evaluation. Data gathered during this study 
will be reported as overall, not individual, responses. I understand 
that my name will not be used on either survey, but I will provide 
only the last four digits of my social security number so that my 
first survey can be matched to my second. I also understand that I 
may be randomly selected to be observed by the researcher while 
teaching reading. This observation will be pre-arranged and last for 
less than one hour. This study is to be conducted between August 
15, 1996 and March 1, 1997 by John A. Luciano as research required 
for a doctoral dissertation at the University of North Florida. 
Signature 
Date 
School Name and # ____________ _ 
Return to John A. Luciano at Pinedale Elementary School 
#93 by September 30, 1996. 
Diane E. DeFord Ph.D. 
 
Dear Dr. DeFord; 
Appendix H 
March, 1996 
In an effort to examine the classroom reading instruction methods and philosophical 
beliefs held by first grade teachers in the Duval County School District, I would like 
permission to gather data by using your TORP survey instrument. The TORP, in 
conjunction with my own classroom practices questionnaire, will be used to report 
teachers' beliefs about llbest practices," as well as the percentage of teachers using 
particular instructional strategies. 
This study is being conducted to fulfill my dissertation requirement in 
Educational Leadership at the University of North Florida. Dr. Bruce Gutknecht is 
serving as my dissertation committee chair. In addition to the rest of the dissertation 
committee, I am also being assisted by Dr. Sally Hague. 
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I am enclosing a copy of the TORP instrument I hope to use and would appreciate 
information in regards to any up-dating that may have taken place since your 1985 
version, or additional printed material (not available through standard research 
methods) which you feel I may need in regards to the development of your instrument. 
understand that Maryann Clark, here in Jacksonville, may also be a valuable resource in 
this area, and I intend to seek her input in the near future. 
Please contact me at either of the below addresses should there be any problems with the 
use of the TORP in the manner I have explained. Thank you for considering my request. I 
wish you continued success in your research endeavors. 
Sincerely, 
John A. Ludano 
 
Pinedale Elementary School 
4229 Edison Ave. 
Jacksonville, FL 32254 
(904) 381-7492 
Appendix I 
MEMORANDUM 
To: All Elementary Principals 
Via: Roger W. Brinkley 
Principal, #93 
From: John A. Luciano 
Teacher Instructional Support 
SUBJECT: FIRST GRADE STUDY 
Date: August 29, 1996 
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We are requesting that you distribute the enclosed surveys to each 
of your first grade basic teachers as part of a doctoral dissertation 
study being conducted at the University of North Florida. We believe 
the information obtained from this study will provide important 
insights into the current methods of reading instruction being used 
in Duval County as well as the theoretical bel i e f s held by first 
grade teachers in regard to reading. 
Each first grade teacher will have the opportunity to read a 
description of the study, sign an informed consent form, and will 
remain anonymous except to the researcher. These surveys should 
take less than five minutes to complete. The general results of this 
study will be shared with the district and any interested 
participants. 
The signed consent forms and completed surveys need to be returned 
to John A. Luciano at School #93 by September 30, 1996. 
Thank you, in advance, for your support of this study. 
Appendix J 
September, 1996 
Dear First Grade Chairperson, 
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In an effort to examine and report on the current classroom 
practices regarding reading instruction in Duval County, I am 
requesting your participation in a simple research study. Please 
distribute the enclosed consent forms and surveys to each first 
grade teacher at your school. Study participants will be asked' to 
complete two brief surveys pertaining to their beliefs about reading 
instruction and their classroom reading instruction practices. The 
data collected for this study will then be used for the completion of 
a doctoral dissertation at the University of North Florida. 
At no time will the results of this study be used as an evaluation of 
teaching ability. Indeed, the research design calls for the identity 
of study participants to remain anonymous except for a number 
which will be used to match their first survey to their second. My 
desire is simply to report on the percentage of teachers using 
particular methods of reading instruction and make comparisons to 
their philosophical beliefs about the teaching of reading. A very 
small number of participants will be randomly selected to be 
observed by the researcher while teaching reading. This observation 
will be pre-arranged and last for less than one hour. 
I deeply appreciate your consideration of this project. All 
participants will be provided with copies of the research findings 
upon request. 
Sincerely, 
John A. Luciano 
Teacher Instructional Support 
Pinedale Elementary #93 
381-7492 
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